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ABSTRACT  
  
THE  SCHOOL  DESK  AND  THE  WRITING  BODY  
  
FEBRUARY  2016  
  
MARNI  M.  PRESNALL,  B.A.,  SAINT  MICHAEL’S  COLLEGE  
  
M.A.,  BOSTON  COLLEGE  
  
Ph.D.,  UNIVERSITY  OF  MASSACHUSETTS  AMHERST  
  
Directed  by:  Professor  Donna  LeCourt  
  
This  dissertation  focuses  on  the  school  desk  in  order  to  awaken  peripheral  vision  
of  classroom  ecologies  in  writing  events.  It  engages  theoretical  dialogues  about  the  
dialectical  relationship  between  language  and  experience,  the  nonverbal  sociality  of  
affect,  the  sedentary  labor  required  to  maintain  institutional  object-­orientations,  and  
possibilities  for  divergence  and  disinheritance.  Document  analysis  follows  the  emergence  
of  the  school  desk  at  the  advent  of  compulsory  schooling,  its  use  as  material  rhetoric,  and  
its  role  as  pivot  between  a  punitive  and  a  disciplinary  culture,  then  at  the  nexus  between  
disciplinary  and  regulatory  societies.  The  grouping  and  regulation  of  populations  in  
biopower  is  illustrated  through  analysis  of  curriculum  documents  in  relation  to  visual  
rhetoric  that  use  the  school  desk  as  a  conceptual  metaphor  and  a  technology.  I  argue  that  
this  cultural  history  inheres  in  our  ritual  production  of  the  classroom  and  its  furniture  and  
that  it  is  known  through  practical  consciousness  at  the  level  of  affect  and  embodiment.  
Possibilities  for  disinheritance  exist  alongside  actualized  reality,  structured  sense.  These,  
we  know  because  we  have  subtracted  them  from  the  possible  classroom,  over  and  over,  in  
the  labor  of  composition.  The  problem  of  composition  becomes:  how  do  we  access  the  
potential  of  the  formed  world  to  reform  reality,  to  find  new  expression?  Embodied  
  vii  
pedagogies  that  use  contemplative  practice,  conceptual  metaphor,  evocative  objects,  
wandering  writing,  and  style  in  performance  are  suggested.     
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CHAPTER	  1	  
SENSE	  AND	  FURNITURE	  
Introduction	  My	  first	  year	  as	  an	  English	  teacher	  at	  a	  public	  school	  in	  rural	  New	  England	  was	  the	  same	  year	  the	  district	  passed	  a	  bond	  to	  renovate	  the	  high	  school.	  They	  stripped	  the	  old	  linoleum	  before	  school	  started	  and	  left	  the	  floors	  concrete,	  which	  were	  polished	  and	  waxed	  until	  they	  shone	  smooth.	  All	  year,	  the	  building	  changed	  physically,	  incrementally,	  which	  made	  me	  more	  aware	  of	  space	  and	  its	  interaction	  with	  teaching	  and	  learning.	  That	  year	  at	  the	  high	  school,	  I	  experimented	  with	  the	  room’s	  arrangement	  so	  often	  that	  one	  student	  wrote	  a	  sonnet	  about	  it.	  After	  several	  months,	  the	  work	  of	  bulldozers	  and	  excavators	  outside	  –	  their	  dust	  and	  grunts	  and	  backward	  beeping	  –	  slowed	  and	  stalled,	  and	  a	  whole	  wall	  of	  the	  classroom	  came	  down.	  From	  the	  dirt	  parking	  lot	  outside,	  the	  building	  seemed	  a	  set	  of	  dioramas.	  It	  was	  strange	  and	  wonderful	  to	  walk	  into	  work	  that	  morning:	  the	  students	  were	  gone;	  the	  desks	  were	  gone.	  I	  graded	  exams	  in	  the	  open	  air.	  Some	  months	  before	  the	  wall	  came	  down,	  I	  walked	  into	  the	  classroom	  and	  all	  the	  desks	  were	  arranged	  upside	  down.	  The	  class	  waited	  to	  see	  my	  reaction	  and	  looked	  to	  the	  student	  responsible.	  He	  smiled	  in	  the	  sunlight,	  and	  I	  sent	  him	  to	  the	  office.	  This	  was	  a	  student	  who	  self-­‐enrolled	  in	  a	  half-­‐day	  vocational	  program;	  he	  was	  smart	  and	  thoughtful	  and	  saw	  a	  contradiction	  between	  his	  own	  happiness	  and	  the	  institution	  of	  his	  public	  school.	  He	  wrote	  and	  read	  with	  relative	  ease,	  but	  he	  disrupted	  school	  business	  and	  challenged	  my	  authority.	  For	  the	  desk	  incident,	  his	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dad	  was	  called	  and	  yelled	  at	  him	  in	  the	  office.	  I	  walked	  by	  between	  classes	  and	  saw	  the	  spectacle	  through	  the	  glass	  office	  door.	  My	  teaching	  authority	  now	  stood	  in	  the	  body	  of	  my	  supervisor,	  in	  the	  noise	  of	  the	  school’s	  front	  office.	  The	  scene	  surprised	  me,	  even	  more	  when	  I	  heard:	  “that	  was	  exactly	  what	  he	  needed.”	  It	  is	  possible	  to	  interpret	  the	  above	  anecdote	  in	  various	  ways,	  which	  I’ve	  done	  over	  the	  last	  decade.	  I’ve	  thought	  about	  my	  reactive	  role	  as	  institutional	  arm,	  my	  class	  position	  in	  relation	  to	  the	  student	  and	  his	  father.	  I’ve	  wished	  that	  I	  would	  have	  walked	  into	  the	  office	  and	  countered	  the	  impression	  that	  public	  humiliation	  was	  something	  anyone	  needed.	  More	  recently,	  I	  come	  back	  to	  the	  upturned	  desks	  themselves	  –	  an	  intelligent,	  creative	  expression,	  which,	  though	  seized	  and	  subtracted	  from	  the	  possible	  classroom,	  now	  emerges	  at	  its	  surface.	  How	  has	  the	  classroom	  become	  a	  room	  full	  of	  desks?	  What	  is	  this	  becoming	  potential,	  and	  can	  we	  access	  it	  in	  institutionalized	  composition?	  Though	  he	  inverted	  the	  desks,	  the	  student	  kept	  the	  order	  and	  placement	  of	  the	  furniture	  in	  the	  room.	  Thus,	  there	  was	  not	  the	  impression	  one	  might	  get	  on	  encountering	  a	  ransacked	  home	  or	  business,	  or	  school,	  for	  that	  matter.	  Still,	  the	  careful	  placement	  of	  the	  desks	  upside	  down	  made	  them	  impossible	  to	  sit	  in	  or	  write	  on,	  and	  so	  challenged	  conventional	  practices	  of	  schooled	  literacy	  –	  differently	  than	  the	  writing	  of	  a	  sonnet	  or	  the	  upright	  placement	  of	  desks	  in	  a	  circle.	  In	  fact,	  arranged	  with	  desks	  that	  were	  no	  longer	  functional	  as	  desks,	  the	  classroom	  was	  no	  longer	  a	  classroom.	  I	  was	  no	  longer	  a	  teacher.	  Would	  I	  turn	  the	  room	  back	  to	  its	  former	  order,	  resume	  my	  role,	  as	  the	  students	  fell	  into	  theirs,	  sitting,	  pulling	  out	  books,	  writing,	  reading?	  Or,	  would	  I	  begin	  to	  teach	  in	  a	  new	  way?	  This	  dissertation	  is	  my	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response	  to	  a	  memory,	  now	  glimpsed	  down	  the	  decade	  corridor	  of	  many	  writing	  classrooms	  with	  desks	  and	  chairs	  and	  tables;	  it	  is	  an	  intellectual	  response	  to	  a	  felt	  request	  to	  think	  and	  teach	  and	  write	  from	  an	  alternate	  orientation.	  The	  becoming	  potential	  of	  material	  space	  and	  embodiment	  exists	  alongside	  discourse,	  and	  even	  interacts	  with	  it	  through	  metaphor,	  but	  it	  cannot	  be	  read	  as	  text.	  This	  is	  because	  it	  operates	  through	  actions	  on	  actions,	  affectivity,	  rather	  than	  through	  meaning	  and	  interpretation.	  In	  the	  last	  two	  decades,	  composition	  has	  foregrounded	  texts,	  rather	  than	  embodied	  knowledge.	  One	  reason	  for	  this	  has	  been	  critical	  pedagogy’s	  influence	  on	  the	  field,	  emphasizing	  the	  discursive	  construction	  of	  subject	  positions	  and	  social	  structures,	  as	  well	  as	  the	  importance	  of	  reading	  cultural	  narratives	  to	  intervene	  in	  unjust	  cycles	  of	  social	  reproduction.	  According	  to	  this	  line	  of	  thought,	  asserting	  the	  authority	  of	  experience,	  outside	  of	  language	  and	  culture,	  only	  maintains	  current	  structures,	  the	  status	  quo.	  However,	  more	  recently,	  theorists	  of	  affect	  and	  embodiment	  have	  argued	  that	  asserting	  the	  social	  construction	  of	  experience	  in	  order	  to	  prevent	  the	  political	  effect	  of	  its	  mystification	  limits	  our	  ability	  to	  intervene	  in	  cycles	  of	  reproduction	  that	  inhere	  at	  the	  level	  of	  affect	  and	  embodiment.	  A	  focus	  on	  language-­‐as-­‐culture	  centers	  the	  human	  subject,	  which	  in	  turn	  promotes	  a	  linguistic	  imperative	  and	  prevents	  awareness	  of	  the	  material	  and	  social	  ecologies	  that	  make	  up	  each	  writing	  event.	  Though	  culture	  suffuses	  the	  inarticulate	  regions	  of	  our	  minds,	  this	  does	  not	  mean	  that	  its	  influence	  expresses	  only	  through	  discourse.	  To	  intervene	  in	  cycles	  of	  social	  reproduction	  at	  the	  level	  of	  affect,	  it	  is	  necessary	  to	  include	  awareness	  of	  nonverbal	  sociality,	  material	  space	  and	  embodiment.	  We	  must	  attend	  to	  the	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ecologies	  by	  which	  we	  become	  and	  express,	  through	  which	  we	  ritualize	  our	  social	  realities,	  rather	  than	  start	  with	  the	  interpretive	  imperative	  and	  the	  human	  subject.	  By	  instead	  focusing	  on	  a	  single	  object,	  the	  school	  desk,	  I	  attempt	  to	  awaken	  the	  peripheral	  vision	  that	  takes	  in	  the	  writing	  event,	  the	  whole	  set	  of	  relations	  caught	  up	  in	  our	  embodied	  acts	  of	  composition.	  I	  show	  how	  through	  a	  focus	  on	  the	  desk	  we	  get	  a	  different	  sense	  of	  writing	  itself,	  attendance,	  the	  racialized	  classroom,	  our	  collective	  and	  individual	  bodily	  histories.	  With	  heightened	  awareness	  of	  the	  complex	  interactions	  at	  work	  in	  the	  social	  and	  material	  contexts	  of	  contemporary	  classrooms,	  I	  argue,	  we	  may	  decide	  to	  act	  in	  ways	  that	  change	  patterned	  realities.	  In	  this	  way,	  a	  methodological	  and	  pedagogical	  focus	  on	  object-­‐orientations	  extends	  the	  work	  of	  critical	  pedagogy.	  
Is	  It	  Dialectical?	  The	  observer,	  the	  discourse	  community,	  and	  the	  material	  conditions	  of	  existence	  are	  all	  verbal	  constructs.	  This	  does	  not	  mean	  that	  they	  do	  not	  exist	  apart	  from	  language:	  they	  do.	  This	  does	  mean	  that	  we	  cannot	  talk	  and	  write	  about	  them	  –	  indeed,	  we	  cannot	  know	  them	  –	  apart	  from	  language.	  —James	  Berlin	  
Experience	  In	  James	  Berlin’s	  1988	  “Rhetoric	  and	  Ideology	  in	  the	  Writing	  Class,”	  “the	  real”	  exists	  in	  a	  “dialectical	  interaction,”	  “grounded	  in	  language.”	  Any	  attempt	  to	  study	  the	  experience	  of	  schooling	  as	  “an	  eternal	  and	  invariable	  phenomenon	  located	  in	  some	  uncomplicated	  repository	  –	  in	  the	  material	  object	  or	  in	  the	  subject	  or	  in	  the	  social	  realm,”	  rather	  than	  as	  a	  complex,	  dialectical	  social	  process	  –	  promotes	  the	  “bourgeois	  individualism”	  that	  maintains	  structures	  of	  injustice	  within	  capitalist	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societies	  (489,	  492).	  In	  other	  words,	  to	  suggest	  that	  experience	  is	  more	  real	  than	  the	  words	  we	  use	  to	  describe	  it	  is	  to	  protect	  it	  from	  historical	  analysis.	  On	  the	  other	  hand,	  to	  claim	  that	  any	  phenomenon	  is	  dialectical	  is	  to	  show	  how	  our	  common	  sense	  understanding	  of	  what	  is	  real	  and	  true	  in	  experience	  actually	  keeps	  us	  from	  seeing	  its	  political	  effect,	  maintaining	  current	  structures.	  The	  former,	  for	  Berlin	  in	  1988,	  marks	  passive	  interpellation;	  the	  latter,	  dialectical	  engagement.	  Even	  in	  attempts	  to	  acknowledge	  materiality,	  textualizing	  experience	  can	  seem	  a	  lesser	  evil	  than	  the	  “lazy	  habits	  of	  common	  sense”	  (Jameson	  5).	  Ten	  years	  after	  the	  appearance	  of	  Berlin’s	  “Rhetoric,”	  Min-­‐Zhan	  Lu	  and	  Bruce	  Horner	  maintain	  the	  primacy	  of	  representation	  in	  their	  “Problematic	  of	  Experience,”	  such	  that	  experience	  cannot	  be	  understood	  as	  “prior	  to	  and	  greater	  than	  discursive	  understanding”	  (259).	  One	  of	  the	  points	  Lu	  and	  Horner	  make	  is	  that	  consigning	  experience	  to	  a	  separate,	  non-­‐discursive	  and,	  hence,	  unthinkable	  realm	  strengthens	  our	  sense	  of	  its	  authenticity.	  As	  experience	  functions	  through	  representations	  to	  reproduce	  normative	  identities	  and	  unjust	  social	  structures,	  Lu	  and	  Horner	  advocate	  revising	  representations	  and	  redefining	  “‘experience’	  and	  its	  function	  for	  research	  and	  teaching”	  (258).	  In	  their	  discussion	  of	  research	  and	  pedagogy,	  Lu	  and	  Horner	  begin	  and	  end	  with	  representations	  and	  suggest	  revision	  and	  redefinition	  as	  interventions.	  In	  other	  words,	  they	  re-­‐center	  the	  human	  subject	  and	  the	  act	  of	  interpretation.	  However,	  in	  reference	  to	  practical	  consciousness,	  they	  indicate	  that	  their	  experience-­‐discourse	  dialectic	  touches	  beyond	  what	  we	  can	  say	  about	  it.	  In	  her	  article	  on	  pedagogy,	  “Reading	  and	  Writing	  Differences:	  The	  Problematic	  of	  Experience,”	  Lu	  describes	  a	  sequence	  of	  reading	  and	  writing	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assignments	  through	  which	  she	  asks	  students	  to	  locate	  “the	  experience	  that	  grounds	  their	  habitual	  approach	  to	  differences”	  and	  analyze	  how	  “their	  interest	  in	  combating	  one	  particular	  form	  of	  oppression	  might	  delimit	  –	  enable	  as	  well	  as	  prevent	  them	  from	  reading-­‐writing	  differences”	  (440,	  441).	  Through	  this	  process,	  students	  articulate	  the	  experiential	  basis	  from	  which	  they	  understand	  social	  domination.	  Then,	  they	  “experience”	  reading	  and	  writing	  assignments	  that	  challenge	  the	  narrowness	  of	  this	  “way	  of	  seeing,”	  which	  helps	  them	  to	  revise	  their	  interpretations	  of	  difference	  in	  re-­‐reading	  assigned	  texts.	  Throughout	  the	  process,	  Lu	  asks	  her	  students	  to	  take	  on	  the	  position	  of	  “someone	  yearning	  to	  end	  discrimination	  and	  transform	  yourself”	  (443).	  If	  dialectical	  engagement	  for	  Berlin	  involves	  thinking	  and	  writing	  through	  an	  interpretation	  of	  sociopolitical	  dialectics,	  Lu	  enlarges	  dialectic	  to	  include	  critical	  attention	  to	  experience	  at	  the	  edge	  of	  awareness.	  Still,	  to	  understand	  our	  experiences	  within	  processes	  of	  meaning-­‐making,	  we	  must	  read	  them	  in	  relation	  to	  other	  texts.	  Experience	  remains,	  in	  effect,	  a	  verbal	  construct.	  Further,	  by	  beginning	  with	  representations	  of	  identity	  and	  domination,	  Lu	  frames	  her	  students’	  inquiries	  within	  available	  discourses	  for	  subjects	  desiring	  social	  change.	  Rather	  than	  begin	  with	  “experience,”	  Horner’s	  Terms	  of	  Work	  for	  Composition	  attempts	  to	  theorize	  sociality	  beyond	  dominant	  discourses	  through	  attention	  to	  the	  use	  value	  of	  writing	  practice.	  As	  we	  situate	  the	  material-­‐social	  use	  of	  a	  student’s,	  or	  our	  own,	  rhetorical	  acts	  within	  historical	  context,	  we	  interrupt	  the	  commodification	  of	  writing.	  Horner	  is	  interested	  in	  the	  critical	  potential	  of	  specific	  practices	  within	  particular	  work	  contexts	  –	  the	  labor	  of	  writing	  –	  rather	  than	  an	  abstract	  category,	  identity,	  or	  the	  “aestheticized,	  idealized	  art	  object”	  (217).	  In	  the	  mobilization	  of	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working	  knowledge,	  or	  practical	  consciousness,	  we	  and	  our	  students	  may	  be	  able	  to	  conceptualize	  alternatives	  to	  the	  dominant	  discourses	  of	  composition.	  Though	  written	  texts	  themselves	  will	  inevitably	  continue	  their	  circulation	  through	  commodification	  and	  consumption,	  the	  labor	  of	  writing	  may	  have	  a	  use	  for	  students	  broader	  than	  a	  paper’s	  exchange	  value	  in	  earning	  course	  credit.	  Though	  Horner’s	  approach	  to	  pedagogy	  focuses	  on	  representation,	  he	  acknowledges	  an	  elsewhere	  that	  is	  integral	  to	  meaning-­‐making.	  Also,	  importantly,	  Lu	  and	  Horner	  draw	  critical	  attention	  to	  experience,	  felt	  to	  be	  personal	  and	  individual.	  They	  recognize	  the	  power	  of	  experience	  to	  enact	  ideologies,	  especially	  when	  felt	  to	  be	  beyond	  the	  social	  or	  before	  material	  processes.	  That	  which	  we	  know	  and	  live,	  though	  we	  may	  feel	  it	  strongly,	  because	  we	  feel	  it	  strongly,	  marks	  our	  ideological	  interpellation.	  In	  Lu	  and	  Horner’s	  problematic	  of	  experience,	  dialectically	  engaged	  subjects	  and	  passive,	  interpellated	  subjects	  are	  no	  longer	  polar	  opposites.	  Horner	  expresses	  this	  point	  most	  clearly	  in	  Terms:	  The	  much	  derided	  “themes”	  students	  have	  produced,	  for	  example,	  can	  demonstrate	  not	  their	  passive	  interpellation	  but	  their	  active	  participation	  in	  the	  work	  of	  producing	  just	  such	  subjectivities,	  wherein	  they	  present	  themselves	  in	  just	  such	  ways,	  and,	  more	  significantly,	  the	  potential	  for	  them	  to	  choose	  otherwise.	  (58)	  	  From	  Horner’s	  perspective,	  we	  actively	  engage	  our	  interpellation	  in	  every	  social	  and	  material	  practice	  of	  our	  daily	  lives,	  including	  the	  institutionalization	  of	  our	  educational	  experiences.	  The	  experiential	  investment	  in	  interpellation	  must	  be	  thought,	  rather	  than	  consigned	  to	  the	  personal	  and	  given	  unquestioned	  authority.	  However,	  when	  we	  do	  so,	  we	  must	  acknowledge	  that	  experience	  is	  already	  constructed	  through	  available	  discourse,	  already	  cultural.	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As	  “rhetorics	  of	  authenticity”	  continue	  to	  circulate,	  exposing	  them,	  “it’s	  dialectical,”	  far	  from	  a	  dated	  tactic,	  may	  appear	  as	  urgent	  now	  as	  ever.	  As	  Fredric	  Jameson	  writes	  in	  2009:	  “To	  identify	  a	  phenomenon	  or	  a	  formulation	  as	  dialectical	  is	  implicitly	  or	  explicitly	  to	  accuse	  the	  interlocutor	  of	  the	  lazy	  habits	  of	  common	  sense,	  and	  to	  startle	  us	  into	  a	  distinction	  between	  at	  least	  two	  kinds	  of	  thinking”	  (Jameson	  5).	  More	  than	  ten	  years	  after	  Lu	  and	  Horner’s	  “Problematic,”	  Marxian	  theorists	  return	  to	  dialectically	  structured	  experience	  to	  prevent	  a	  lapse	  into	  bourgeois	  individualism.	  Beverly	  Best	  positions	  a	  Jamesonian	  dialectic	  against	  “post-­‐interpretive”	  affect	  theory:	  “in	  post-­‐interpretive	  orientations,	  the	  affective	  address	  is	  not	  a	  narrative	  address;	  it	  does	  not	  interpellate	  subjects	  through	  symbolic	  means,	  through	  discourse,	  through	  offering	  subjects	  narratives	  of	  belonging	  or	  legitimation.	  Affect	  is	  a	  gestalt-­‐effect;	  it	  is	  pre-­‐articulate”	  (73).	  Best	  argues	  that	  rather	  than	  a	  reality	  before	  or	  outside	  discourse,	  affect	  is	  a	  consequence	  of	  hyper-­‐signification,	  the	  way	  cultural	  narratives	  become	  internalized	  down	  to	  the	  micro-­‐experience	  of	  our	  brains	  and	  bodies	  in	  biopower;	  this	  is	  why	  we	  are	  affected	  by	  narratives	  of	  terrorism,	  she	  argues,	  and	  why	  we	  experience	  fear	  in	  response.	  In	  response	  to	  the	  pervasive	  affectivity	  of	  cultural	  narratives,	  their	  ability	  to	  instill	  fear,	  like	  Lu	  and	  Horner,	  Best	  upholds	  the	  primacy	  of	  representation,	  which	  recommends	  more	  careful,	  critical	  analysis	  –	  the	  identification	  of	  dialectical	  relations.	  Because	  I	  understand	  practical	  consciousness	  as	  elsewhere	  to	  cultural	  narratives,	  pre-­‐verbal	  though	  not	  pre-­‐social	  or	  pre-­‐cultural,	  my	  question	  becomes:	  must	  the	  culturally	  interpellated	  experiences	  we	  narrate	  be	  treated	  as	  texts,	  and	  are	  there	  ways	  to	  intervene	  in	  the	  social	  patterning	  that	  affects	  us,	  through	  material	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rhetoric	  and	  embodied	  practice,	  rather	  than	  through	  words?	  Few	  composition	  theorists	  writing	  today	  ascribe	  fully	  to	  discursive	  social	  construction,	  the	  mediation	  of	  everyday	  life	  to	  the	  point	  that	  experience	  cannot	  be	  accessed	  apart	  from	  its	  symbolic	  representation.	  Often,	  some	  material	  effect	  is	  maintained	  in	  the	  interest	  of	  conveying	  teaching,	  reading,	  and	  writing	  as	  forms	  of	  agency	  that	  may	  act	  on	  unjust	  social	  structures,	  or,	  at	  the	  very	  least,	  offer	  rhetorical	  choice.	  Metaphors	  of	  silence,	  absence,	  listening,	  and	  third	  spaces	  within	  binary	  oppositions	  (Prendergast;	  Royster);	  inquiries	  into	  affect	  and	  emotion	  (Edbauer;	  Micchiche;	  Worsham);	  the	  theorization	  of	  meaning	  as	  ecology	  (Edbauer;	  Fleckenstein);	  and	  affirmative	  rhetorics:	  each	  open	  dialogue	  on	  the	  constitutive	  exclusions	  necessitated	  by	  the	  structuring	  of	  negative	  dialectics	  (Davis;	  Hawk;	  Vitanza).	  These	  approaches	  highlight	  embodiment	  and	  affect	  and	  suggest	  that	  textualizing	  experience	  limits	  our	  understanding	  of	  literacy	  practices,	  language,	  and	  thought.	  Due	  in	  part	  to	  James	  Berlin’s	  interpretation	  of	  interpellation	  as	  a	  verbal	  process,	  and	  the	  institutionalization	  of	  his	  perspective	  in	  the	  field	  of	  composition	  from	  the	  1980’s	  into	  the	  1990’s	  (Hawk),	  experience	  and	  embodiment	  have	  been	  rendered	  interpretive	  texts.	  However,	  since	  the	  1990’s,	  theorists	  have	  also	  critiqued	  passive	  interpellation	  and	  the	  textualization	  of	  experience	  (Blair;	  Davis;	  Edbauer;	  Fleckenstein;	  Lu	  and	  Horner).	  Affect	  and	  embodiment	  express	  through	  image	  and	  material	  rhetoric,	  which	  do	  not	  always	  function	  on	  a	  symbolic	  or	  mental	  register.	  Further,	  when	  we	  deny	  the	  play	  of	  nonverbal	  affectivity	  in	  thinking,	  reading,	  and	  writing,	  we	  limit	  possibilities	  for	  creativity.	  As	  Diane	  Davis	  writes,	  when	  teachers	  ask	  that	  “both	  the	  writer	  and	  the	  text…first	  take	  their	  place	  within	  the	  ‘common	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fund’	  of	  circulating	  stories…we	  demand	  that	  the	  Unthinkable	  remain	  unthinkable”	  (Breaking	  14).	  Beginning	  with	  the	  textualization	  of	  experience	  forces	  “language	  into	  representational	  servitude”	  and	  unifies	  discourse	  into	  totality;	  we	  cannot	  think	  beyond	  what	  we	  can	  say	  (236).	  
Affect	  and	  Emotion	  Treating	  experience	  as	  a	  verbal	  construct	  limits	  our	  potential	  to	  understand	  and	  act	  on	  writing	  contexts	  in	  several	  ways.	  It	  prevents	  inquiries	  into	  affective	  investment	  in	  social	  processes,	  which	  do	  not	  always	  find	  expression	  in	  words	  and	  may	  not	  be	  responsive	  to	  rhetorical	  interventions.	  It	  sets	  up	  a	  binary	  opposition	  between	  verbal	  articulation	  and	  the	  “uncomplicated”	  material	  context,	  the	  former	  understood	  to	  be	  social,	  the	  latter,	  individual	  and	  eternal.	  In	  this	  way,	  textualizing	  experience	  forecloses	  theorizations	  of	  nonverbal	  sociality,	  such	  that	  we	  must	  read	  rhetorical	  contexts	  through	  logics	  of	  negative	  symbolism.	  This	  limits	  what	  we	  can	  do	  and	  imagine	  in	  the	  writing	  classroom.	  Beginning	  with	  existing	  cultural	  narratives	  may	  not	  allow	  students	  to	  engage	  their	  own	  bodily	  histories,	  which	  express	  through	  affect	  and	  emotion	  and	  are	  often	  subtracted	  from	  classroom	  narratives.	  Rather	  than	  begin	  with	  students’	  experiences	  of	  social	  domination,	  I	  invite	  them	  to	  put	  words	  to	  their	  experience	  of	  school	  desks.	  They	  write:	  
• This	  desk	  is	  open	  entirely	  on	  the	  left	  side	  and	  has	  a	  thin	  metal	  frame.	  
• It	  offers	  its	  support	  without	  demanding	  its	  use.	  
• It	  reminds	  me	  of	  gradeschool,	  when	  desks	  were	  large	  and	  constrictive,	  reflecting	  the	  compulsory	  nature	  of	  the	  system	  that	  provides	  them.	  
• This	  desk	  is	  not	  wasteful;	  every	  bit	  of	  the	  desk	  serving	  some	  purpose.	  
• It	  is	  as	  though	  the	  desk	  is	  merely	  a	  formality.	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• It	  exists	  only	  to	  fill	  the	  requirement	  of	  having	  a	  desk.	  
• This	  desk	  is	  a	  reminder	  that	  I’m	  here	  by	  choice.	  
• It	  wants	  to	  aid	  me	  in	  my	  work,	  but	  only	  if	  I’m	  willing	  to	  seek	  it	  out.	  
• This	  desk	  is	  optional.	  
• This	  desk	  is	  an	  instrument	  for	  learning.	  
• It	  waits	  for	  me	  to	  use	  it	  for	  writing	  and	  taking	  notes.	  
• It	  reminds	  me	  of	  my	  years	  in	  high	  school,	  hours	  of	  schoolwork	  and	  classtime.	  
• This	  desk	  is	  a	  way	  to	  unify	  students.	  
• It	  is	  as	  though	  all	  students	  are	  equal	  in	  them.	  
• It	  binds	  us	  together	  through	  uniformity.	  
• This	  desk	  is	  a	  place	  where	  anyone	  can	  learn.	  
• It	  wants	  to	  give	  everyone	  an	  equal	  opportunity.	  
• This	  desk	  is	  equality.	  
• This	  desk	  is	  bland,	  lacking	  color	  or	  anything	  appealing.	  
• It	  sits.	  
• It	  reminds	  me	  that	  I’m	  going	  to	  be	  in	  school	  for	  awhile	  L.	  
• This	  desk	  is	  small,	  with	  only	  enough	  space	  for	  half	  a	  binder.	  
• It	  is	  as	  though	  it	  shrinks	  as	  you	  move	  higher	  in	  education.	  
• It	  gives	  you	  somewhere	  to	  sit.	  
• This	  desk	  is	  modern.	  
• It	  wants	  to	  help	  educate,	  provide	  support,	  allow	  a	  place	  to	  write.	  
• This	  desk	  is	  small	  
• It	  doesn’t	  move;	  has	  no	  life;	  a	  sleeping	  prop.	  
• It	  reminds	  me	  of	  the	  desk	  I	  had	  in	  high	  school.	  
• This	  desk	  is	  tight.	  
• It	  is	  as	  though	  desks	  are	  supposed	  to	  be	  one-­‐size-­‐fits-­‐all.	  It	  isn’t;	  is	  comfortable	  when	  I	  am	  sleepy.	  
• This	  desk	  is	  great	  for	  drawing	  when	  I	  am	  bored.	  
• It	  wants	  to	  be	  taken	  care	  of.	  
• This	  desk	  is	  the	  property	  of	  the	  University.	  	  A	  classroom	  full	  of	  desks	  makes	  students	  seem	  equal	  and	  unified,	  a	  class;	  they	  share	  the	  identity	  of	  student.	  They	  know	  its	  feel	  and	  purpose	  from	  their	  earlier	  educational	  experiences	  –	  to	  support	  learning.	  Students	  recognize	  that	  by	  enrolling	  in	  an	  undergraduate	  program	  and	  coming	  to	  class	  they	  have	  chosen	  to	  sit	  in	  the	  desk.	  In	  this	  way,	  it	  seems	  optional.	  However,	  the	  choice	  confines	  them,	  is	  tight;	  it	  shrinks	  as	  they	  progress	  through	  higher	  education.	  It	  suggests/supports	  certain	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activities	  and	  not	  others.	  It	  supports	  certain	  bodies	  and	  not	  others.	  It	  belongs	  to	  the	  University.	  Why	  and	  how	  did	  the	  desk	  come	  to	  signify	  uniformity	  and	  equality?	  As	  soon	  as	  students	  recognize	  that	  they	  all	  seem	  the	  same	  in	  desks,	  many	  of	  them	  reflect	  on	  inequalities	  that	  are	  masked	  by	  the	  shared	  identity	  of	  student.	  I	  invite	  them	  to	  see	  these	  individual	  experiences	  within	  cultural	  and	  historical	  contexts.	  How	  does	  the	  desk	  participate	  in	  cultural	  narratives	  students	  draw	  on	  to	  understand	  their	  experiences?	  Do	  these	  narratives	  hide	  or	  deny	  aspects	  of	  their	  experience?	  I	  show	  students	  images	  of	  classrooms	  during	  segregation	  and	  just	  after	  the	  fall	  of	  Jim	  Crow,	  the	  way	  classrooms	  with	  different	  bodies	  in	  identical	  desks	  have	  come	  to	  symbolize	  equitable	  access,	  equal	  opportunity.	  It	  doesn’t	  take	  long	  for	  students	  to	  begin	  questioning	  the	  affectivity	  of	  the	  desk,	  its	  status	  as	  a	  cultural	  metaphor,	  its	  history.	  I	  encourage	  them	  to	  return	  to	  their	  embodied	  experiences	  to	  inform	  their	  thoughts,	  analyses.	  I	  believe	  students	  would	  have	  different	  thoughts,	  use	  different	  words,	  if	  they	  began	  with	  critique	  of	  the	  racialized	  history	  of	  compulsory	  schooling,	  though	  they	  may	  get	  to	  experiences	  of	  social	  domination	  anyway.	  Cultural	  critique	  comes	  into	  class	  discussion,	  though	  cultural	  narratives	  are	  not	  its	  starting	  point.	  This	  is	  important	  because	  systematic	  racism	  repatterns	  at	  the	  level	  of	  affect,	  not	  just	  through	  cultural	  discourse.	  Laura	  R.	  Micciche	  argues	  that	  the	  “extralinguistic	  quality	  of	  emotion”	  may	  not	  be	  accessed	  through	  “an	  exclusively	  text-­‐based	  approach”:	  “In	  assuming	  emotions	  are	  accessible	  exclusively	  through	  language,	  we	  fail	  to	  grapple	  with	  their	  performative	  embodied	  aspects”	  (50–51).	  Micciche	  imagines	  pedagogies	  that	  begin	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with	  physicality,	  ritual,	  and	  performative	  enactment,	  which	  “foregrounds	  the	  body	  as	  a	  site	  of	  knowledge	  and	  becoming”	  that	  is	  “crucial	  for	  the	  development	  of	  critical	  thinking	  about	  difference”	  (55).	  Micciche	  understands	  culture	  as	  an	  ecology	  more	  than	  an	  intertextual	  network.	  Rather	  than	  ask	  students	  to	  link	  ideas	  between	  texts	  or	  revise	  their	  written	  interpretations	  based	  on	  further	  reading,	  Micciche	  suggests	  that	  students	  engage	  in	  “live	  enactments,”	  both	  observing	  and	  expressing	  the	  embodied	  performativity	  of	  verbal	  expressions.	  Further,	  Micciche’s	  classes	  consider	  that	  the	  same	  text	  could	  have	  a	  range	  of	  meanings	  and	  potential	  effects,	  [which]	  helps	  students	  work	  toward	  a	  sense	  that	  rhetoric	  is	  capable	  of	  generating	  assent,	  attachment,	  and	  investment	  through	  means	  unavailable	  to	  analytical	  methods	  alone.	  How	  we	  come	  to	  be	  moved	  by	  language,	  images,	  and	  sound	  is	  messy	  and	  has	  much	  to	  do…with	  the	  kind	  of	  bodies	  we	  have	  and	  how	  we	  inhabit	  the	  world.	  (57)	  	  In	  this	  way,	  Micciche	  argues,	  “deep	  embodiment	  pedagogy”	  shifts	  emphasis	  from	  a	  focus	  on	  “what	  a	  text	  makes	  me	  realize	  about	  myself”	  to	  “what	  it	  is	  like	  to	  move	  
around	  the	  world	  in	  a	  different	  body”	  (60).	  Rather	  than	  a	  “different	  body,”	  my	  own	  emphasis	  on	  nonverbal	  sociality	  would	  ask:	  what	  is	  it	  like	  to	  move	  around	  the	  world	  in	  a	  patterned	  body,	  affecting	  and	  affected	  by	  symbolic	  meanings?	  Once	  experience	  is	  understood	  as	  patterned	  by	  daily	  practices,	  rather	  than	  as	  eternal	  and	  invariable,	  and	  once	  the	  material	  is	  regarded	  for	  its	  affectivity	  –	  interventions	  into	  complex,	  affective	  social	  processes	  become	  available,	  alongside	  texts,	  within	  ecologies	  of	  writing.	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The	  Active	  Presence	  of	  Experience	  As	  we	  become	  more	  aware	  of	  our	  own	  ritual	  participation	  in	  making	  classrooms,	  students,	  and	  teachers,	  can	  we	  intervene	  at	  the	  surface	  of	  sense,	  along	  the	  edge	  of	  actualized	  reality,	  official	  consciousness?	  Several	  rhetoricians	  and	  composition	  theorists	  writing	  in	  the	  late	  1990’s	  began	  to	  question	  and	  complicate	  the	  dialectic	  between	  discourse	  and	  experience,	  the	  contingent	  subject,	  and	  the	  ideological	  effect	  of	  negating	  experience,	  especially	  in	  conversations	  on	  diversity	  and	  affect	  (Royster,	  Prendergast,	  Fleckenstein).	  Although	  these	  writers	  accept	  the	  social	  construction	  of	  self	  and	  the	  primacy	  of	  representation,	  they	  begin	  to	  make	  critical	  use	  of	  experience	  to	  challenge	  official	  consciousness	  and	  unjust	  social	  structures.	  The	  dialectic	  between	  experience	  and	  discourse	  begins	  to	  imply	  the	  
active	  presence	  of	  experience	  within	  cultural	  processes	  of	  literacy	  development	  and	  language	  use.	  An	  emphasis	  on	  cultural	  practices	  and	  the	  everyday	  begins	  to	  converse	  with	  claims	  for	  the	  primacy	  of	  representation	  and	  the	  ubiquity	  of	  power,	  not	  with	  the	  aim	  of	  toppling	  these	  claims,	  but	  as	  inquiries	  into	  different	  points	  of	  focus	  on	  the	  overdetermined	  complex	  of	  culturally	  constructed	  realities.	  Metaphors	  of	  silence,	  absence,	  listening	  and	  third	  spaces	  within	  binary	  oppositions	  (Royster,	  Prendergast);	  inquiries	  into	  affect	  and	  emotion	  (Worsham);	  and	  Fleckenstein’s	  theorization	  of	  meaning	  as	  ecology	  (Imageword	  7)	  open	  dialogue	  on	  the	  constitutive	  exclusions	  necessitated	  by	  the	  structuring	  of	  negative	  dialectics.	  In	  her	  chair’s	  address	  to	  the	  1995	  Conference	  on	  College	  Composition	  and	  Communication,	  Jacqueline	  Jones	  Royster	  posits	  “subject	  position	  is	  everything”	  in	  order	  to	  suggest	  a	  paradigm	  shift	  to	  incorporate	  “‘voice’	  as	  a	  central	  manifestation	  of	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subjectivity,”	  viscerally,	  as	  well	  as	  intellectually	  known,	  not	  only	  spoken	  and	  written,	  but	  also	  “expressed	  visually	  and	  orally,	  and	  as	  a	  phenomenon	  that	  has	  import	  also	  in	  being	  a	  thing	  heard,	  perceived,	  and	  reconstructed”	  (30–31).	  Royster	  positions	  herself	  as	  “well	  mannered	  Other”	  when	  she	  sits	  in	  silence	  and	  her	  colleagues	  establish	  their	  own	  authority	  about	  African	  American	  cultures	  and	  histories	  she	  calls	  her	  “home”	  (30,	  32).	  She	  acknowledges	  that	  even	  as	  she	  chooses	  subject	  positions	  that	  promote	  negotiation,	  translation,	  and	  engagement,	  “to	  resist	  locking	  ourselves	  into	  the	  tunnels	  of	  our	  own	  visions	  and	  direct	  experience,”	  she	  must	  “go	  to	  a	  place	  inside	  myself	  and,	  as	  Opal	  Palmer	  Adisa	  explains,	  I	  listen	  and	  learn	  to	  ‘speak	  without	  clenching	  my	  teeth’”	  (33,	  36).	  Though	  she	  initially	  highlights	  subject	  position,	  Royster	  bypasses	  it	  in	  order	  to	  create	  a	  new	  form	  of	  expression.	  She	  chooses	  the	  metaphor	  of	  sound	  and	  suggests	  that	  teachers,	  writers,	  and	  researchers	  at	  the	  end	  of	  the	  twentieth	  century	  learn	  to	  negotiate	  the	  noise,	  to	  “talk,	  yes,	  to	  talk	  back,	  yes,”	  and	  to	  “listen”	  to	  each	  other,	  including	  our	  students	  (38).	  Within	  a	  symphonic	  world	  of	  “symbols,	  sound,	  and	  sense,”	  voice	  links	  visceral	  responses,	  our	  insular	  lived	  experience,	  “home	  training,”	  with	  careful	  intellectual	  thought,	  concerted	  communication,	  respectful	  engagement	  (38,	  32).	  Though	  she	  faces	  the	  distortion	  of	  experience	  in	  cultural	  discourses	  “about	  me	  and	  mine,”	  “‘what	  Du	  Bois	  described	  as,	  ‘the	  sense	  of	  always	  looking	  at	  one’s	  self	  through	  the	  eyes	  of	  others,	  of	  measuring	  one’s	  soul	  by	  the	  tape	  of	  a	  world	  that	  looks	  on	  in	  amused	  contempt	  and	  pity,’”	  Royster’s	  engagement	  in	  various	  discourses	  gives	  her	  many	  voices,	  and,	  she	  says,	  “I	  claim	  all	  my	  voices	  as	  my	  own	  very	  much	  authentic	  voices”	  (34,	  37).	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As	  Royster	  engages	  problematics	  of	  representation	  and	  misrepresentation,	  she	  also	  responds	  to	  critiques	  of	  using	  experience	  as	  evidence.	  Against	  feminist	  and	  postcolonial	  hesitancy	  before	  essentialism,	  she	  proposes	  “voice”	  as	  a	  critical	  method,	  placing	  stories	  “one	  against	  another	  against	  another	  [to]	  build	  credibility	  and	  offer,	  as	  in	  this	  case,	  a	  litany	  of	  evidence	  from	  which	  a	  call	  for	  transformation	  in	  theory	  and	  practice	  might	  rightfully	  begin”:	  I	  rendered	  their	  voices,	  speaking	  and	  explaining,	  speaking	  and	  explaining,	  trying	  to	  translate	  the	  experience,	  to	  share	  the	  sounds	  of	  my	  historical	  place	  and	  to	  connect	  those	  sounds	  with	  systems	  of	  belief	  so	  that	  deeper	  understanding	  of	  the	  scene	  might	  emerge,	  and	  so	  that	  those	  outside	  of	  the	  immediacy	  of	  my	  home	  culture,	  the	  one	  represented	  in	  the	  novel,	  might	  see	  and	  understand	  more	  and	  be	  able	  to	  make	  more	  useful	  connections	  to	  their	  own	  worlds	  and	  experiences.	  (36)	  	  Royster	  provides	  the	  image	  of	  a	  network	  of	  adjacent	  stories,	  linked	  by	  their	  resonance.	  Her	  metaphor	  of	  sound	  presents	  voice	  as	  method	  for	  which	  listening	  is	  as	  important	  as	  speaking,	  in	  which	  the	  immediacy	  of	  lived	  experience	  provides	  a	  kind	  of	  knowledge	  that	  inflects	  one’s	  interpretation	  on	  an	  experiential	  level	  that	  is	  nonetheless	  social	  and	  communicates	  in	  excess	  of	  the	  words	  we	  choose.	  Royster	  names	  this	  process	  a	  new	  paradigm	  of	  subjectivity.	  From	  a	  posthuman	  perspective,	  Royster	  presents	  subjectivity	  as	  a	  kind	  of	  assemblage.	  As	  probing	  nonverbal	  registers	  opens	  awareness	  of	  writing	  ecologies,	  text	  begins	  to	  lose	  priority	  and	  the	  centrality	  of	  the	  human	  subject	  also	  comes	  into	  question.	  In	  her	  influential	  article	  on	  pedagogies	  of	  affect,	  Lynn	  Worsham	  calls	  for	  a	  “fundamental	  revision	  in	  our	  conception	  of	  subjectivity,”	  arguing,	  “what	  the	  working	  day	  produces	  and	  reproduces	  is	  an	  affective	  relation	  to	  the	  world”	  (219–40).	  Though	  similar	  to	  Lu	  and	  Horner’s	  call	  for	  a	  reconsideration	  of	  experience	  within	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social	  processes,	  Worsham’s	  call	  “cannot	  endorse	  the	  rather	  sharp	  line	  drawn	  between	  (classical)	  Marxism	  and	  all	  other	  theories”	  (218).	  Asserting	  the	  social	  construction	  of	  experience	  in	  order	  to	  prevent	  the	  political	  effect	  of	  its	  mystification	  limits	  our	  ability	  to	  intervene	  in	  cycles	  of	  social	  reproduction	  that	  inhere	  at	  the	  level	  of	  affect	  and	  embodiment.	  This	  is	  particularly	  important	  for	  such	  entrenched	  social	  structures	  as	  institutionalized	  racism.	  Why	  does	  racism	  endure,	  though	  it	  is	  taboo	  and	  even	  illegal	  in	  many	  sectors	  of	  society?	  Catherine	  Prendergast	  argues,	  “the	  persistence	  of	  prejudice	  cannot	  be	  accounted	  for	  nor	  halted	  by	  rational	  appeals;”	  further,	  “our	  colonizing	  impulses…lie	  in	  the	  collective	  unconscious	  of	  composition”	  (46).	  The	  work	  of	  writing	  requires	  a	  labor	  of	  affect	  through	  which	  we	  reproduce	  structures	  of	  meaning	  along	  with	  speaking	  subjectivities.	  Lu	  does	  something	  similar	  in	  her	  article	  “Representing	  and	  Negotiating	  Differences	  in	  the	  Contact	  Zone,”	  in	  which	  she	  insists:	  not	  simply	  on	  exploring	  the	  rhetorical	  politics	  of	  adopting	  a	  particular	  position—for	  example,	  arrogant	  or	  not,	  self-­‐effacing	  or	  not—but…to	  insist	  on	  “the	  politics	  of	  assigning	  and	  assuming	  particular	  points	  of	  view	  and	  not	  others…each	  individual’s	  need	  and	  right	  to	  deliberate	  over	  decisions	  about	  where	  and	  how	  to	  position	  oneself	  in	  relation	  to	  diverse	  cultures”	  (Lu,	  “Representing”	  in	  Horner,	  Terms	  81).	  	  Clearly,	  the	  politics	  of	  choice	  is	  not	  just	  rhetorical,	  but	  material.	  As	  one	  deliberates	  over	  positioning,	  one	  lives	  culture	  through	  embodied	  relation.	  Against	  the	  “either/or	  approach,”	  Lu	  suggests	  a	  view	  to	  “interrelationships	  and	  interactions”	  among	  “differences	  within	  these	  cultures	  cutting	  along	  lines	  such	  as	  race,	  gender,	  class	  sexual	  orientation,	  profession,	  education,	  and	  religion—all	  produced	  through	  “asymmetrical	  power	  relationships”	  (“Representing”	  121).	  Lu	  presents	  the	  image	  of	  herself	  on	  a	  tour	  bus	  through	  Harlem	  as	  a	  young	  graduate	  student,	  and	  through	  the	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course	  of	  the	  article,	  she	  revises	  this	  image	  to	  convey	  her	  vision	  of	  multicultural	  possibility:	  For	  most	  of	  us	  on	  the	  bus,	  to	  approach	  cultural	  differences	  in	  the	  contact	  zone	  would	  mean	  setting	  aside	  our	  privileges,	  forsaking	  the	  shelter	  of	  the	  glass	  partitions,	  and	  eliminating	  the	  amplification	  of	  the	  tour	  guide’s	  voice	  so	  that	  we	  could	  grapple	  with	  the	  voices	  of	  those	  shut	  out	  by	  such	  privileges.	  And	  as	  Pratt	  notes	  of	  the	  contact	  zone,	  it	  would	  require	  that	  we	  import	  a	  lifeway	  in	  which	  “no	  one	  is	  excluded	  and	  no	  one	  is	  safe,”	  a	  lifeway	  which	  might	  reshape	  each	  of	  us	  in	  radically	  different	  ways.”	  (Lu	  121)	  	  Though	  Lu’s	  metaphor	  of	  the	  tour	  bus	  functions	  well	  to	  articulate	  her	  vision	  of	  a	  radical	  multiculturalism	  in	  which	  subjects	  choose	  the	  leveling	  of	  power	  relations	  in	  the	  interest	  of	  interaction	  and	  relation,	  such	  a	  utopic	  vision	  has	  been	  seen	  as	  a	  failure	  because	  of	  its	  inevitable	  reproduction	  of	  power	  relations	  within	  educational	  contact	  zones	  (LeCourt	  127).	  Of	  course,	  failures	  indicate	  alternate	  opportunities	  at	  the	  edge	  of	  sense.	  Donna	  LeCourt	  comments:	  “What	  appears	  less	  obviously	  in	  how	  we	  discuss	  such	  dialogic	  and/or	  contact	  zone	  pedagogies	  are	  the	  ways	  in	  which	  academic	  discourse	  and	  the	  classroom	  context	  may	  be	  contributing	  to	  such	  failures”	  (127).	  It	  may	  be	  argued	  that	  the	  reproduction	  of	  unjust	  social	  structures	  links	  directly	  to	  the	  negative	  function	  of	  academic	  discourse	  (Vitanza),	  as	  well	  as	  the	  immediate	  classroom	  context,	  through	  our	  embodied,	  affective,	  repeated	  interaction	  with	  such	  institutional	  spaces.	  This	  would	  suggest	  the	  possibility	  of	  intervention,	  not	  only	  through	  representations,	  but	  also	  through	  material	  forms	  of	  sociality	  that	  are	  adjacent	  to	  our	  discursive	  understandings.	  Lu	  sees	  clearly	  the	  effect	  of	  the	  tour	  bus	  itself	  within	  her	  experience	  of	  Harlem.	  She	  remembers	  the	  bus,	  tells	  the	  bus,	  revises	  her	  telling	  of	  the	  bus.	  The	  vehicle	  itself	  becomes,	  in	  several	  ways,	  no	  longer	  a	  bus,	  as	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it	  loses	  windows,	  begins	  to	  augment	  voices	  from	  the	  outside,	  eliminates	  the	  front-­‐back	  significance	  within,	  and	  in	  fact	  begins	  to	  stop	  its	  tour	  and	  allow	  its	  outer	  walls	  to	  open	  to	  a	  lifeway.	  It	  is	  a	  radical	  image.	  What	  would	  happen	  were	  we	  to	  study	  the	  tour	  bus	  itself,	  its	  cultural	  history,	  its	  iconic	  imagery,	  and	  then	  construct	  happenings	  (to	  follow	  Sirc)	  through	  the	  material	  modification	  of	  the	  bus	  and	  its	  effect	  on	  us?1 Such	  an	  intervention	  may	  be	  classified	  as	  aesthetic,	  not	  ensconced	  in	  the	  negative	  discursive,	  though	  still	  entirely	  social.	  According	  to	  Victor	  Vitanza,	  the	  aesthetic	  links	  Lyotard’s	  “Forgotten”	  to	  Foucault’s	  “counter-­‐memory”	  and	  Bataille’s	  “strategic	  place	  from	  which	  to	  speak	  for	  the	  silenced”	  (91).	  Vitanza	  describes	  the	  work	  of	  an	  aestheticized,	  ethical	  subject	  through	  Deleuze	  and	  Guattari’s	  rendering	  of	  Michaux’s	  schizophrenic	  table.	  Like	  Lu’s	  bus	  the	  table	  changes	  shape,	  becomes	  “less	  and	  less	  a	  table,”	  no	  longer	  “intended	  for	  any	  specific	  purpose,	  for	  anything	  one	  expects	  of	  a	  table”	  (Deleuze	  and	  Guattari,	  qtd	  in	  Vitanza	  119).	  It	  is	  a	  table	  that	  is	  a	  performance	  of	  the	  “carpenter’s”	  free-­‐flowing	  desire…Needless	  to	  say,	  this	  “carpenter”	  would	  not	  be	  allowed	  in	  Plato’s	  Republic—this	  “carpenter”	  who	  produces	  an	  “identity	  that	  constitutes	  a	  third	  
term	  in	  the	  linear	  series:	  an	  enormous	  undifferentiated	  object”…If	  Capital	  re/codes	  us	  for	  the	  sake	  of	  the	  market—to	  desire	  particular	  “things”…this	  schizo	  table,	  or	  the	  process	  of	  this	  table’s	  becoming,	  decodes	  us.	  Perpetually!	  For	  Deleuze	  and	  Guattari,	  this	  is	  affirmation;	  for	  Foucault,	  this	  is	  nonpositive	  affirmation.	  For	  Lyotard,	  this	  could	  have	  been	  Marx’s	  affirmation	  if	  he	  (Lyotard/Marx)	  had	  not	  begun	  with	  the	  negative	  investment	  (Vitanza	  120).	  	  Aesthetic	  possibility	  that	  would	  address	  our	  colonial	  sensibility	  begins	  with	  the	  adjacency	  of	  scenes	  and	  voices	  Royster	  demonstrates,	  the	  listening,	  as	  Prendergast	  advocates,	  to	  the	  “places	  where	  race	  appears	  and	  disappears”	  and	  their	  “ambiguity,	  even	  irrationality”(46,	  40).	  No	  longer	  subjects	  and	  objects,	  humans	  and	  non-­‐
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humans,	  all	  are	  actors	  caught	  up	  in	  the	  flow	  of	  desire’s	  becoming,	  taking	  some	  shapes	  rather	  than	  others,	  changing	  shape,	  affected	  by	  and	  affecting	  other	  actors.	  Marilyn	  Cooper	  cites	  the	  work	  of	  Bruno	  Latour:	  “‘humans	  no	  longer	  have	  to	  make	  this	  choice	  that	  is	  imposed	  on	  subjects’	  by	  Plato’s	  Myth	  of	  the	  Cave,	  the	  choice	  between	  a	  free	  disembodied	  interiority,	  cut	  off	  from	  other	  subjects	  and	  from	  objects,	  or	  an	  unfree	  social	  construction…both	  humans	  and	  nonhumans	  are	  actors”	  (Cooper	  424).	  A	  focus	  on	  objects,	  then,	  changes	  the	  subject-­‐object	  relation.	  It	  includes	  or	  gathers	  some	  of	  the	  silenced	  and	  irrational	  possibilities	  we	  have	  subtracted	  in	  order	  to	  maintain	  subjectivity,	  and	  it	  shows	  us	  creative,	  uncanny,	  new	  ways	  to	  use	  what	  we	  have	  to	  make	  changes	  in	  patterned	  social	  processes.	  In	  this	  dissertation,	  I	  use	  objects	  to	  gather	  these	  scenes	  and	  voices.	  Objects,	  their	  histories,	  and	  our	  own	  bodily	  histories	  in	  relation	  to	  them,	  can	  help	  us	  understand	  subjectivity	  as	  itself	  an	  assemblage	  –	  to	  observe	  the	  nonverbal	  sociality	  of	  the	  writing	  event,	  and	  to	  imagine	  sites	  for	  intervention	  along	  the	  edge	  of	  sense.	  The	  question	  is	  less	  that	  of	  attaining	  the	  immediate	  than	  of	  determining	  the	  site	  where	  the	  immediate	  is	  “immediately”	  as	  not-­‐to-­‐be-­‐attained…:	  the	  surface	  where	  the	  void	  and	  every	  event	  along	  with	  it	  are	  made;	  the	  frontier	  as	  the	  cutting	  edge	  of	  a	  sword	  or	  the	  stretched	  string	  of	  a	  bow.	  To	  paint	  without	  painting,	  non-­‐thought,	  shooting	  which	  becomes	  non-­‐shooting,	  to	  speak	  without	  speaking.	  (Deleuze	  137)	  	  For	  Gilles	  Deleuze,	  the	  edge	  of	  sense	  is	  neither	  a	  place	  nor	  a	  time,	  though	  it	  is	  described	  as	  such	  because	  of	  the	  limitations	  of	  language.	  This	  interval	  at	  the	  edge,	  then,	  is	  already	  more	  than	  can	  be	  spoken	  and	  less.	  It	  is	  more	  in	  that	  it	  touches	  possibilities	  forgone,	  already	  passed	  but	  still	  adjacent	  to	  the	  actual,	  official.	  It	  is	  less	  because	  it	  is	  empty	  of	  the	  meanings	  that	  become	  our	  actual,	  organized	  realities	  and	  our	  common	  sense.	  At	  the	  edge	  of	  sense,	  to	  which	  we	  come	  continuously	  in	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everyday	  embodied	  experience,	  is	  our	  potential	  to	  affect	  and	  to	  be	  affected	  by	  any	  aspect	  of	  being.	  This	  is	  the	  material	  of	  our	  meaning-­‐making	  and	  our	  potential	  to	  differ.	  Along	  this	  edge,	  words	  themselves	  become	  bodies,	  affecting	  and	  affected,	  rather	  than	  representing.	  Here,	  we	  may	  determine	  sites	  where	  the	  surface	  touches	  both	  the	  known	  and	  the	  unknown.	  
Meaning	  as	  Ecology	  A	  reconsideration	  of	  experience	  through	  the	  labor	  of	  embodied	  learning	  draws	  on	  revisions	  and	  critiques	  of	  Berlin’s	  engaged	  dialectic.	  In	  the	  late	  1990’s,	  several	  rhetoricians	  and	  composition	  theorists	  demanded	  a	  shift	  in	  understanding	  subjective	  experience,	  anticipating	  later	  conceptualizations	  of	  the	  posthuman	  and	  distributed	  agency	  in	  writing	  ecologies	  (Edbauer;	  Hawk;	  Royster;	  Worsham).	  In	  this	  diffusion	  of	  agency	  across	  writing	  contexts,	  interpellation	  may	  be	  seen	  as	  productive	  of	  not	  just	  subjectivity	  but,	  as	  Jenny	  Edbauer	  argues,	  of	  the	  writing	  event:	  Writing	  is	  thus	  more	  than	  a	  matter	  of	  discrete	  elements	  (audience,	  a	  writer,	  text,	  tools,	  ideas)	  in	  static	  relation	  to	  one	  another	  (a	  writer	  types	  her	  ideas	  into	  a	  computer	  for	  an	  audience	  who	  reads	  the	  text).	  Rather,	  writing	  is	  distributed	  across	  a	  range	  of	  processes	  and	  encounters:	  the	  event	  of	  using	  a	  keyboard,	  the	  encounter	  of	  a	  writing	  body	  within	  a	  space	  of	  dis/comfort,	  the	  events	  of	  writing	  in	  an	  apathetic/energentic/distant/close	  group.	  A	  vocabulary	  of	  “distribution”	  points	  to	  how	  these	  elements	  are	  enacted	  and	  lived,	  how	  they	  are	  put	  to	  use,	  and	  what	  change	  comes	  from	  the	  in-­‐process-­‐ness	  itself.	  (“Unframing”	  13)	  	  Rather	  than	  focusing	  on	  the	  writer’s	  subjectivity,	  Edbauer	  returns	  to	  Horner’s	  and	  Worsham’s	  emphasis	  on	  everyday	  labor,	  now	  within	  the	  radical	  distribution	  of	  writing	  spaces.	  In	  her	  own	  inquiry,	  Edbauer	  presents	  graffiti	  as	  a	  model	  for	  affective	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writing	  and	  suggests	  that	  simply	  reading	  graffiti	  constrains	  our	  ability	  to	  ask	  “what	  
writing	  does”	  at	  the	  “sensory”	  or	  “visceral”	  level	  of	  the	  “body-­‐in-­‐context”	  (139).	  	  At	  a	  recent	  CCCC,	  I	  attended	  a	  session	  that	  began	  as	  a	  tribute	  and	  response	  to	  the	  work	  of	  James	  Berlin.	  In	  the	  question-­‐and-­‐answer	  following,	  someone	  in	  the	  audience	  posed	  the	  possibility	  of	  non-­‐human	  rhetoric,	  the	  rhetoric	  of	  weather,	  for	  example.	  One	  panelist	  responded:	  presuming	  that	  a	  non-­‐human	  object	  expresses	  anything,	  we	  must	  agree	  that	  the	  audience	  of	  this	  rhetoric	  would	  be	  a	  human	  audience.	  If	  rhetoric	  must	  be	  readable	  to	  be	  considered	  rhetoric	  at	  all,	  it	  would	  need	  an	  audience.	  The	  interpretive	  imperative	  (re)centers	  the	  human	  subject,	  which	  brings	  us	  around	  in	  a	  familiar	  circle	  to	  the	  only	  reality	  we	  may	  access,	  texts,	  and	  our	  only	  mode	  of	  access,	  reading.	  Composing	  the	  classroom	  through	  alternate	  orientations	  would	  involve	  determining	  sites	  that	  are	  central	  to	  affective	  patterning	  in	  our	  everyday	  labor	  in	  order	  to	  repattern	  ritualized	  actions.	  In	  imagining	  such	  interventions	  within	  the	  context	  of	  rhetoric	  and	  the	  writing	  class,	  we	  need	  to	  understand	  affectivity	  asadjacent	  to	  signification.	  At	  issue	  is	  whether	  thinking	  and	  writing	  about	  experience	  necessarily	  returns	  us	  to	  negative	  dialectics.	  Jameson	  explains	  that	  dialectic	  is	  dependent	  on	  thought:	  Insofar	  as	  it	  is	  critical,	  the	  dialectic	  is	  also	  what	  must	  be	  called	  reactive	  thought.	  That	  is,	  it	  depends	  for	  its	  operation	  on	  the	  normativity	  of	  a	  pre-­‐existing	  thought	  mode,	  to	  which	  it	  is	  called	  upon	  to	  react:	  or	  to	  use	  a	  once	  popular	  theoretical	  expression,	  it	  is	  parasitic	  on	  Verstand	  itself,	  on	  the	  externalized	  thinking	  of	  a	  material	  world	  of	  objects,	  for	  its	  own	  operations	  of	  correction	  and	  subversion,	  of	  negation	  and	  critique.	  (61)	  	  Insofar	  as	  experience	  functions	  to	  externalize	  and	  protect	  from	  analysis	  a	  material	  world	  –	  Berlin’s	  passive	  interpellation	  –	  dialectic	  ferrets	  out	  and	  critiques	  the	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already	  mediated	  cultural	  process	  of	  authenticating	  experience	  –	  ideological	  engagement.	  In	  this	  way,	  dialectic	  textualizes	  experience.	  For	  Berlin	  and	  Best,	  the	  verbal	  construction	  of	  experience	  is	  necessary	  and	  unavoidable.	  Still,	  Jameson	  acknowledges	  the	  adaptability	  and	  value	  of	  dialectic,	  such	  that	  we	  may	  consider	  a	  dialectic	  between	  the	  “‘non-­‐dialectizable	  and	  the	  dialectizable,’—which	  potentially	  renews	  the	  dynamics	  of	  the	  process	  and	  opens	  up	  the	  possibility	  of	  a	  new	  and	  enlarged	  dialectic	  in	  its	  turn”	  (26).	  To	  some	  extent,	  thought	  and	  writing	  about	  experience	  can	  only	  function	  as	  dialectic,	  which	  though	  necessarily	  limiting,	  retains	  critical	  value.	  However,	  as	  Victor	  Vitanza	  attempts	  written	  argumentation	  “along	  side,”	  rather	  than	  against	  (“‘Some’”	  131),	  we	  may	  be	  able	  to	  indicate	  affect	  along	  side	  signification	  in	  our	  teaching	  and	  analysis.	  In	  positing	  the	  nonverbal	  sociality	  of	  affect,	  I	  would	  suggest	  object-­‐oriented	  methodologies	  and	  pedagogies	  need	  not	  be	  seen	  as	  displacements	  of	  earlier	  Marxian	  critiques,	  but	  rather,	  as	  complements	  to	  the	  materialist	  perspective	  Horner	  develops	  in	  his	  interaction	  with	  Williams.	  As	  an	  extension	  of	  critical	  pedagogy’s	  work	  with	  texts,	  a	  focus	  on	  objects	  may	  help	  us	  intervene	  in	  cycles	  of	  social	  domination.	  We	  need	  to	  bear	  in	  mind	  that	  “the	  social”	  is	  not	  fully	  contained	  by	  the	  dominant,	  nor	  by	  its	  definition	  of	  the	  “social.”	  If	  the	  dominant	  recognizes	  only	  exchange	  value,	  manifest	  in	  circulation	  (what	  is	  “capitalized”),	  we	  can	  effect	  resistance	  only	  by	  calling	  attention	  to	  other	  values	  not	  manifest	  in	  circulation…What	  is	  needed	  is	  not	  a	  kind	  of	  balance	  among	  consideration	  of	  each	  of	  these	  but	  intervention	  at	  the	  point	  of	  their	  interrelations.	  (Horner	  27)	  	  Rather	  than	  maintaining	  a	  dialectical	  tension,	  Horner	  calls	  for	  an	  “intervention”	  in	  the	  process	  of	  production.	  	  In	  Williams’s	  Marxism	  and	  Literature,	  practical	  consciousness	  and	  the	  “aesthetic	  function”	  are	  adjacent	  concepts,	  an	  association	  neglected	  by	  Horner’s	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treatment.	  The	  aesthetic	  function	  may	  allow	  us	  to	  perceive	  possibilities	  forgone	  in	  the	  interval	  of	  the	  dominant’s	  seizure.	  In	  this	  way,	  we	  may	  be	  able	  to	  determine	  sites	  of	  intervention	  that	  exist	  along	  side	  texts	  in	  the	  overdetermined	  complex	  of	  writing	  ecologies.	  The	  aesthetic	  functions	  within	  an	  ecology	  of	  affect	  to	  increase	  embodied	  awareness,	  awareness	  of	  form,	  and	  to	  allow	  multiple	  possibilities	  for	  composition	  at	  any	  moment.	  
Practical	  Consciousness	  and	  Aesthetic	  Function	  In	  their	  “The	  Problematic,”	  Lu	  and	  Horner	  distinguish	  between	  what	  we	  can	  know	  through	  practical	  consciousness	  and	  what	  we	  can	  readily	  explain	  with	  the	  dominant	  discourses	  available	  to	  us	  for	  expression.	  We	  develop	  practical	  consciousness	  through	  the	  everyday	  practices	  by	  which	  we	  pattern	  our	  conceptual	  realities.	  However,	  as	  these	  meanings	  are	  subtracted	  from	  what	  it	  is	  possible	  for	  us	  to	  know,	  or	  seized	  by	  official	  consciousness,	  they	  are	  also	  structured	  collectively	  at	  the	  level	  of	  experience.	  In	  this	  way,	  those	  experiences	  we	  may	  feel	  to	  be	  more	  personal	  or	  authentic	  (private,	  in	  a	  false	  opposition	  to	  political),	  express	  our	  leaning	  toward,	  becoming	  receptive	  to,	  and	  enactment	  of	  official	  consciousness.	  Through	  repetition,	  these	  social	  and	  material	  practices	  (re)produce	  institutions	  and	  express	  “structures	  of	  feeling”	  (Williams	  131).	  At	  the	  level	  of	  the	  collective,	  structures	  of	  feeling	  give	  “a	  sense	  of	  a	  generation	  or	  a	  period,”	  and	  at	  the	  micro-­‐level	  of	  everyday	  experience,	  they	  appear	  as	  “a	  kind	  of	  feeling	  and	  thinking	  which	  is	  indeed	  social	  and	  material,	  but	  each	  in	  an	  embryonic	  phase”	  (131).	  As	  I’ve	  detailed	  above,	  Lu	  and	  Horner	  refer	  to	  practical	  consciousness	  to	  highlight	  the	  sociality	  of	  experience	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against	  claims	  for	  its	  authenticity.	  Without	  the	  need	  for	  authentic	  experience,	  we	  can	  assert	  its	  sociality	  and	  ask	  how	  it	  finds	  expression.	  Practical	  consciousness	  lives	  in	  the	  doing	  and	  making,	  the	  interval	  between	  use	  and	  exchange,	  where	  institutions	  and	  their	  alternatives	  become	  possible.	  From	  a	  Deleuzian	  perspective,	  this	  is	  the	  surface	  of	  sense,	  where	  meaning	  and	  reality	  are	  subtracted	  from	  possibility	  and	  where	  we	  become	  as	  subjects.	  The	  ability	  to	  understand	  the	  subject	  as	  “side	  effect,”	  I	  think,	  responds	  to	  Worsham’s	  call	  for	  a	  fundamentally	  different	  expression	  of	  subjectivity,	  “a	  posthuman	  pedagogy	  in	  the	  service	  of	  invention	  leaves	  much	  of	  the	  linking	  up	  to	  the	  students	  and	  focuses	  on	  structural	  formation	  rather	  than	  subjectivity.	  The	  subject,	  then,	  becomes	  a	  side	  effect	  of	  the	  pedagogical-­‐machine	  that	  cannot	  be	  completely	  determined”	  (Hawk).	  This	  expression	  of	  subject	  as	  side	  effect	  recalls	  Horner’s	  focus	  on	  the	  work	  of	  composition:	  “the	  value	  of	  the	  student’s	  text	  resides	  not	  in	  itself,	  as	  an	  ‘impressive’	  (or	  flawed)	  work,	  but	  in	  the	  use	  made	  of	  it	  for	  the	  writer	  (in	  the	  context	  of	  ‘now’),	  fellow	  students	  reading	  it,	  me	  as	  teacher	  of	  that	  course,	  and	  now	  for	  my	  writing	  of	  the	  present	  text”	  (239).	  This	  “use,”	  Byron	  Hawk	  may	  refer	  to	  as	  “linking,”	  which	  always	  implies	  violence	  (257).	  Worsham	  would	  extend	  Horner’s	  “work”	  to	  the	  labor	  of	  affective	  production.	  And	  Hawk’s	  Counter-­‐History	  shows	  how	  attention	  to	  this	  labor,	  as	  lived	  experience,	  may	  intervene	  in	  the	  pedagogical	  machine	  itself:	  “a	  posthumanist	  hope	  does	  not	  let	  desire	  reside	  in	  the	  student	  or	  teacher.	  It	  recognizes	  that	  desire	  also	  exists	  within	  the	  complex	  ecologies	  we	  actively	  develop	  but	  can	  never	  fully	  control”	  (258).	  Identifying	  sites	  for	  analysis	  and	  intervention	  requires	  a	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kind	  of	  listening	  or	  aesthetic	  by	  which	  we	  may	  witness	  expressions	  of	  affect	  in	  the	  formation	  of	  subjectivity	  and	  social	  structure.	  As	  Horner	  indicates	  in	  Terms,	  the	  “‘now’”	  of	  reading	  and	  writing	  incorporates	  non-­‐discursive	  elements	  that	  resist	  articulation.	  As	  an	  extension	  of	  practical	  consciousness,	  Raymond	  Williams	  recognizes	  that	  an	  “aesthetic	  function”	  also	  protests	  “the	  forcing	  of	  all	  experience	  into	  instrumentality	  (‘utility’),	  and	  of	  all	  things	  into	  commodities”	  (Williams	  151–52).	  Horner’s	  treatment	  of	  use	  value,	  work-­‐as-­‐practice,	  and	  the	  possibility	  of	  socially	  and	  historically	  situated	  formal	  transgressions	  offers	  a	  cautious	  invitation	  for	  our	  return	  to	  Williams’s	  practical	  consciousness	  in	  terms	  of	  this	  aesthetic.	  Williams	  asserts:	  “no	  mode	  of	  production	  and	  therefore	  no	  dominant	  social	  order	  and	  therefore	  no	  dominant	  culture	  ever	  in	  reality	  includes	  or	  exhausts	  all	  human	  practice,	  human	  energy,	  and	  human	  intention”	  (Williams	  125).	  In	  the	  subtractive	  function	  of	  dominant	  discourses,	  possibilities	  forgone	  express	  themselves	  at	  the	  level	  of	  practice.	  We	  know	  more	  than	  we	  can	  say.	  And	  writing	  says	  more	  than	  we	  can	  read.	  No	  longer	  “an	  eternal	  and	  invariable	  phenomenon”	  (Berlin),	  this	  knowledge	  does	  not	  need	  to	  be	  understood	  as	  a	  verbal	  construct	  to	  be	  understood	  as	  social.	  “It	  was	  to	  these	  experiences,	  more	  varied	  and	  more	  intricate	  than	  any	  general	  naming	  can	  indicate,	  that	  the	  categorization	  of	  ‘the	  aesthetic’	  appeared	  to	  speak,	  and	  that	  the	  reduction	  to	  ‘ideology’	  tried	  and	  failed	  to	  deny	  or	  make	  incidental”	  (Williams	  156).	  Practical	  consciousness	  does	  not	  express	  itself	  only	  in	  words	  and	  may	  not	  be	  best	  understood	  through	  rhetorical	  analysis.	  In	  her	  interpretation	  of	  Williams’s	  practical	  consciousness,	  Edbauer	  recommends	  that	  we	  resist	  “the	  urge	  to	  subsume	  all	  of	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culture	  under	  the	  heading	  of	  signification.	  Since	  explicit	  social	  forms	  do	  not	  exhaust	  the	  range	  of	  culture,	  we	  cannot	  fully	  consume	  culture	  via	  representations”	  (“Getting”	  151).	  Following	  Worsham,	  Edbauer	  argues	  for	  an	  affective	  literacy	  “that	  would	  be	  a	  strange	  literacy,	  one	  that	  tunes	  into	  the	  lived	  dimensions	  of	  culture	  that	  do	  not	  surface	  or	  emerge	  in	  full	  representation”	  (152).	  For	  Williams,	  the	  aesthetic	  function	  exists	  alongside	  practical	  consciousness	  as	  a	  “humane	  response”	  that	  though	  quickly	  co-­‐opted	  we	  must	  nevertheless	  attempt	  to	  recognize.	  In	  both	  the	  creative	  process	  and	  in	  the	  image,	  Williams	  finds	  (via	  Lukacs)	  “a	  real	  mediation	  between	  (isolated)	  subjectivity	  and	  (abstract)	  universality;	  a	  specific	  process	  of	  the	  ‘identical	  subject/object’”	  (150).	  Through	  Williams’s	  inquiry	  into	  the	  aesthetic	  function	  and	  his	  analysis	  of	  its	  inevitable	  seizure,	  we	  can	  begin	  to	  ask:	  How	  do	  nonverbal,	  and	  even	  non-­‐symbolic,	  forms	  of	  sociality	  challenge	  the	  dominant’s	  seizure	  in	  the	  writing	  classroom?	  How	  does	  writing	  itself	  point	  beyond	  language	  and	  logic	  to	  the	  material	  sociality	  of	  experience?	  By	  emphasizing	  the	  distributed	  context	  of	  a	  writing	  event,	  Edbauer	  directs	  attention	  away	  from	  the	  story	  of	  the	  self	  and,	  at	  the	  same	  time,	  increases	  awareness	  of	  what	  it	  feels	  like	  to	  be	  a	  body	  in	  space	  at	  a	  given	  moment.	  This	  gives	  us	  an	  embodied	  self	  as	  assemblage	  that	  may	  be	  storied	  in	  a	  variety	  of	  ways,	  depending	  on	  what	  one	  notices,	  the	  words	  one	  chooses,	  the	  history	  behind	  this	  attention	  and	  these	  words.	  The	  self	  as	  assemblage	  is,	  in	  a	  sense,	  a	  (not)self,	  self	  as	  a	  gathering	  of	  material	  and	  a	  subtraction	  from	  alternate	  possibilities	  of	  becoming.	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Kristie	  Fleckenstein’s	  Imageword	  enacts	  this	  kind	  of	  gathering.	  Fleckenstein	  emphasizes	  the	  way	  images	  function	  on	  both	  symbolic	  and	  nonverbal	  registers	  to	  gather	  material	  that	  may	  not	  be	  available	  to	  us	  through	  simply	  reading	  and	  writing.	  Images	  are	  formed	  from	  embodied	  and	  affective	  experience	  and	  become	  dreams	  and	  metaphors	  with	  their	  own	  “is”	  logic,	  which	  interacts	  with	  the	  “as	  if”	  logic	  of	  negative	  symbol	  systems.	  From	  her	  ecology	  of	  meaning,	  Fleckenstein	  suggests	  that	  we	  develop	  different	  kinds	  of	  literacy,	  lateral,	  polyscopic,	  and	  somatic:	  “These	  three	  specific	  literacies	  are	  the	  culmination	  of	  ways	  of	  knowing	  and	  meaning	  derived	  from	  imagewords	  moving	  across	  bodies,	  cultures,	  places,	  and	  times”	  (78).	  Flowing	  through	  continuous	  feedback-­‐feedforward	  loops,	  the	  literacies	  of	  imageword	  are	  never	  entirely	  symbolic.	  Thus,	  Fleckenstein’s	  ecology	  of	  meaning	  incorporates	  Worsham’s	  literacy	  of	  affect	  while	  also	  illustrating	  the	  potential	  of	  an	  enlarged	  dialectic	  between	  the	  dialectizable	  and	  the	  non-­‐dialectizable.	  Finally,	  Fleckenstein	  argues	  that	  “what	  constitutes	  a	  text	  is	  just	  as	  unstable,	  just	  as	  fluid	  as	  imageword,	  for	  it	  is	  imageword”	  (105).	  A	  responsive	  aesthetic	  in	  the	  writing	  classroom	  promotes	  associative,	  as	  well	  as	  logical	  thought	  progressions,	  experimentations	  with	  image,	  various	  media,	  and	  physical	  enactments.	  Fleckenstein	  encourages	  her	  students,	  as	  well	  as	  researchers	  in	  the	  field	  of	  composition,	  to	  identify	  alternative	  sites	  for	  intervention	  that	  exist	  alongside	  texts	  in	  the	  overdetermined	  complex	  of	  writing	  ecologies.	  Like	  Fleckenstein,	  Edbauer	  allows	  for	  the	  associative	  logics	  of	  analogy	  and	  proximity	  to	  draw	  together	  “texts,”	  artifacts	  or	  processes,	  which	  “blur”	  across	  “topics,	  genre,	  and	  media”	  (Fleckenstein).	  However,	  writing	  as	  radically	  distributed	  situates	  such	  interventions	  within	  the	  broader	  social	  context	  of	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biopower,	  crucial	  to	  our	  understanding	  of	  how	  affective	  awareness	  may	  encourage	  a	  repatterning	  of	  modern	  racism,	  pedagogical	  violence,	  and	  embodied	  inequalities.	  
Affirmative	  Rhetorics	  Worsham	  posits:	  “a	  study	  of	  pedagogic	  violence	  may	  add	  an	  additional	  chapter	  to	  Michel	  Foucault’s	  history	  of	  disciplinary	  society	  by	  returning	  again	  to	  the	  bodily	  rhetoric	  of	  violence,	  to	  its	  visible	  and	  invisible	  scarification	  of	  the	  individual	  and	  social	  psyche”	  (215).	  From	  my	  perspective,	  Worsham’s	  call	  for	  a	  literacy	  of	  affect	  draws	  from	  an	  analysis	  of	  actions	  on	  actions.	  In	  biopower,	  violence	  affects	  populations	  in	  the	  labor	  of	  the	  everyday,	  reproducing	  structures	  of	  feeling.	  As	  such,	  a	  literacy	  of	  affect	  would	  highlight	  the	  non-­‐dialectizable	  simultaneity	  between	  the	  symbolic	  and	  the	  affective.	  Since	  Worsham’s	  1998	  “Going	  Postal:	  Pedagogic	  Violence	  and	  the	  Schooling	  of	  Emotion,”	  many	  theorists	  have	  inquired	  into	  the	  relationship	  between	  materiality	  and	  language	  with	  alternative	  dialectics	  (or	  even	  non-­‐dialectical	  relations)	  in	  mind.	  Several	  incorporate	  the	  work	  of	  Deleuze	  and	  the	  later	  work	  of	  Foucault	  to	  suggest	  that	  what	  we	  feel	  most	  strongly	  will	  maintain	  institutionalized	  social	  structures	  if	  we	  do	  not	  develop	  affective	  and	  embodied	  awareness	  and	  new	  structures	  of	  feeling.	  The	  question	  for	  teachers	  and	  researchers	  in	  composition	  and	  rhetoric	  becomes	  less	  whether	  we	  have	  access	  to	  experience	  at	  all	  than	  how	  knowing	  beyond	  words	  can	  be	  considered	  a	  form	  of	  a	  nonverbal	  sociality,	  a	  practical	  consciousness	  through	  which	  actions	  on	  actions	  pattern	  our	  realities.	  In	  writing	  classrooms	  and	  rhetorical	  analyses	  that	  foreground	  the	  establishment	  of	  ethos,	  critical	  reading,	  and	  the	  clarity	  of	  verbal	  arguments,	  affective	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awareness	  may	  insert	  a	  listening	  pause	  that	  encourages	  us	  and	  our	  students	  to	  inquire	  into	  the	  patterned	  investment	  within	  our	  cultural	  perspectives,	  our	  initial	  reactions	  and	  interpretations	  of	  the	  texts	  we	  read,	  and	  the	  dynamic	  interchange	  involved	  in	  creative	  invention.	  As	  discourse	  may	  not	  be	  limited	  to	  language,	  sociality	  may	  not	  be	  limited	  to	  verbalization,	  nor	  possible	  interventions	  to	  mentality	  and	  ideology.	  In	  her	  theorization	  of	  rhetoric’s	  materiality,	  Carole	  Blair	  proposes	  rhetoric’s	  consequence	  beyond	  its	  significance:	  “we	  cannot	  account	  for	  power,	  even	  as	  enacted	  or	  enabled	  by	  discourse,	  by	  resorting	  to	  understanding	  symbols	  and	  meanings”	  (20).	  Power	  functions	  through	  rhetoric’s	  non-­‐symbolic	  materiality,	  in	  interaction	  with	  signification.	  In	  Blair’s	  analysis,	  memorial	  sites	  individualize	  bodies	  and	  direct	  their	  movement,	  attention,	  and	  sensory	  interaction	  through	  socially	  sanctioned	  acts	  of	  mourning.	  These	  designed	  spaces	  provide	  surfaces	  to	  look	  at	  and	  touch,	  others	  that	  are	  roped	  off,	  spaces	  to	  move	  through	  or	  pause	  before.	  We	  enact	  responses	  to	  the	  material	  rhetoric	  of	  memorial	  sites	  without	  always	  interpreting	  their	  meaning.	  Though	  biopower	  functions	  through	  techniques	  and	  technologies	  at	  the	  level	  of	  population,	  its	  affectivity	  is	  felt	  in	  the	  everyday,	  in	  our	  movements	  and	  interactions,	  our	  habits,	  the	  level	  at	  which	  we	  labor.	  Within	  the	  writing	  event,	  classroom	  objects	  and	  human	  bodies	  interact	  to	  compose	  reality,	  to	  reproduce	  the	  interpretive	  imperative.	  Rosi	  Braidotti’s	  The	  
Posthuman	  argues	  that	  “the	  dialectics	  of	  otherness	  [are]	  the	  inner	  engine	  of	  human	  Man’s	  power”	  (68).	  She	  suggests	  an	  alternative	  “subjectivity	  as	  assemblage	  that	  includes	  non-­‐human	  agents,”	  which	  “implies	  that	  subjectivity	  is	  not	  the	  exclusive	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prerogative	  of	  anthropos;	  secondly,	  that	  it	  is	  not	  linked	  to	  transcendental	  reason;	  thirdly,	  that	  it	  is	  unhinged	  from	  the	  dialectics	  of	  recognition;	  and	  lastly,	  that	  it	  is	  based	  on	  the	  immanence	  of	  relations”	  (82).	  In	  this	  way,	  the	  human	  body,	  desk,	  and	  text	  may	  be	  seen	  as	  a	  subjective-­‐assemblage,	  directionally	  interpellated	  at	  the	  level	  of	  affect	  and	  embodiment.	  What	  this	  gives	  us	  is	  a	  methodological	  technique	  and	  a	  site	  for	  intervention	  in	  classroom	  composition.	  We	  may	  look	  at	  object-­‐orientations	  and	  their	  becoming	  with	  peripheral	  vision,	  taking	  in	  the	  whole	  machine	  of	  sedentary	  learning.	  And,	  we	  may	  focus	  on	  certain	  aspects	  of	  this	  complex	  with	  verbal	  analysis	  in	  order	  to	  increase	  awareness	  of	  the	  whole.	  
Directional	  Rhetoric	  and	  Nonverbal	  Sociality	  Understanding	  interpellation	  as	  itself	  directional,	  organized	  affectively	  around	  objects	  in	  material	  social	  space,	  helps	  to	  bring	  consciousness	  to	  bodily	  learning	  and	  writing,	  by	  which	  I	  identify	  the	  school	  desk	  as	  a	  site	  for	  inquiry	  and	  intervention.	  In	  Sara	  Ahmed’s	  understanding	  of	  interpellation,	  the	  subject	  is	  constituted	  through	  a	  directional	  re-­‐orientation:	  through	  “turning	  around”	  in	  response	  to	  social	  “hailing…which	  immediately	  associates	  recruitment	  with	  following	  a	  direction,	  as	  the	  direction	  that	  takes	  the	  line	  of	  an	  address”	  (133).	  Rather	  than	  simply	  a	  verbal	  construct,	  interpellation	  is	  also	  an	  embodied	  response	  –	  and	  the	  address	  that	  hails	  this	  “turn,”	  though	  rhetorical,	  is	  also	  directional,	  spatially	  situated	  as	  a	  line	  taken.	  Though	  the	  line	  taken	  by	  composition	  and	  rhetoric	  since	  the	  1990’s	  often	  orients	  our	  attention	  toward	  texts,	  rhetoric	  as	  embodied	  directionality	  
	  32	  
encourages	  awareness	  of	  the	  affective	  patterning	  repeatedly	  enacted	  by	  bodies	  and	  spaces.	  Composition’s	  methodological	  and	  pedagogical	  emphasis	  on	  directionality	  and	  subjectivity-­‐as-­‐assemblage,	  distributes	  agency	  across	  social	  space,	  highlighting	  the	  “pedagogical-­‐machine”	  (Hawk	  255).	  Hawk’s	  Counter-­‐History	  of	  Composition	  traces	  the	  political	  effect	  of	  Berlin’s	  verbal	  construction	  of	  experience	  and	  offers	  alternative	  dialectics,	  ending	  with	  the	  possibility	  of	  a	  post-­‐dialectical	  “intensive	  listening”:	  “A	  posthuman	  pedagogy	  in	  the	  service	  of	  invention	  leaves	  much	  of	  the	  linking	  up	  to	  students	  and	  focuses	  on	  structural	  formation,	  rather	  than	  subjectivity.	  The	  subject,	  then,	  becomes	  a	  side	  effect	  of	  the	  pedagogical-­‐machine	  that	  cannot	  be	  completely	  determined”	  (Hawk	  233,	  255).	  Cooper	  worries	  that	  the	  distribution	  of	  agency	  across	  writing	  contexts	  disperses	  agency	  to	  such	  a	  degree	  that	  intentional	  intervention	  in	  social	  patterning	  seems	  impossible.	  How	  do	  we	  move	  from	  listening	  and	  witness	  to	  active	  intervention?	  Cooper	  argues	  that	  we	  may	  exercise	  a	  form	  of	  agency	  by	  bringing	  practical	  consciousness	  to	  consciousness,	  through	  which	  we	  may	  alter	  our	  own	  rhetorical	  responsivity	  (434).	  Essentially,	  rhetorical	  responsivity	  is	  an	  awareness	  of	  actions	  on	  actions	  within	  an	  ecology	  of	  meaning,	  wherein	  no	  one	  act	  causes	  anything	  to	  happen,	  no	  one	  perspective	  is	  right,	  and	  other	  possibilities	  for	  being	  and	  meaning	  attach	  to	  our	  choices.	  In	  the	  classroom,	  this	  means	  that	  we	  must	  listen	  to	  what	  others	  are	  doing	  with	  meanings	  available,	  listen	  to	  ourselves	  with	  metacognitive	  awareness.	  Agency	  is	  inescapable:	  rhetors	  are	  agents	  by	  virtue	  of	  their	  addressing	  an	  audience.	  They	  become	  responsible	  rhetors	  by	  recognizing	  the	  audience	  not	  only	  as	  agents,	  but	  as	  concrete	  others	  who	  have	  opinions	  and	  beliefs	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grounded	  in	  the	  experiences	  and	  perceptions	  and	  meanings	  constructed	  in	  their	  brains.	  (442)	  	  In	  this	  way,	  we	  may	  act	  with	  more	  metacognitive	  awareness	  on	  structural	  formations,	  with	  the	  knowledge	  that	  intentional	  actions	  derive	  from	  and	  return	  us	  to	  larger	  distributed	  contexts	  of	  action	  and	  interaction.	  With	  heightened	  awareness	  of	  the	  complex	  interactions	  at	  work	  in	  any	  social	  and	  material	  context,	  we	  decide	  to	  act,	  and	  we	  may	  always	  act	  otherwise.	  With	  reference	  to	  my	  opening	  anecdote,	  a	  student	  chose	  to	  overturn	  the	  desks	  as	  an	  intervention	  in	  the	  pedagogical-­‐machine.	  He	  may	  have	  known	  through	  practical	  consciousness	  that	  in	  changing	  the	  directionality	  of	  the	  desks	  he	  enacted	  a	  disinheritance	  of	  conventional	  object-­‐orientations	  (Ahmed).	  Cooper	  quotes	  Bruno	  Latour:	  “actors	  are	  defined	  above	  all	  as	  obstacles,	  scandals,	  as	  what	  suspends	  mastery,	  as	  what	  gets	  in	  the	  way	  of	  domination,	  as	  what	  interrupts	  the	  closure	  and	  the	  composition	  of	  the	  collective”	  (424).	  This	  quotation	  returns	  us	  to	  the	  earlier	  question	  articulated	  by	  Claire	  Colebrook,	  which	  she	  calls	  “the	  problem	  of	  composition”:	  “how	  might	  one	  write	  or	  speak,	  or	  create	  new	  forms	  of	  expression,	  in	  a	  world	  of	  already	  formed	  expressions	  and	  bodies?”	  (Colebrook,	  Blake	  4).	  My	  student	  who	  overturned	  the	  desks	  orchestrated	  a	  pathway	  formerly	  unavailable	  in	  the	  space	  of	  the	  classroom.	  Yet,	  the	  possibility	  of	  this	  particular	  divergence	  had	  been	  held	  by	  the	  patterned	  structure	  of	  upright	  desks	  he	  labored	  to	  produce	  in	  all	  the	  classrooms	  he	  had	  encountered	  up	  until	  the	  day	  he	  chose	  to	  intervene.	  Had	  his	  teacher	  been	  able	  to	  witness	  this	  material	  intervention	  in	  the	  context	  of	  the	  classroom’s	  affectivity,	  rather	  than	  interpret	  divergence	  as	  a	  threat	  to	  her	  authority,	  the	  student’s	  action	  may	  have	  had	  the	  rhetorical	  force	  of	  reconfiguring	  pedagogical	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practice.	  Instead,	  the	  violence	  of	  institutional	  response	  –	  my	  righting	  of	  the	  desks	  and	  sending	  him	  out	  of	  the	  classroom,	  my	  supervisor’s	  arrangement	  for	  public	  humiliation	  as	  a	  form	  of	  discipline	  –	  dramatized	  the	  “pedagogical	  violence”	  of	  silencing	  and	  mystified	  the	  affective	  and	  bodily	  dimensions	  of	  education	  for	  all	  of	  us	  (Worsham).	  The	  desk	  is	  a	  metaphor	  and	  a	  technology	  that	  through	  its	  cultural	  history,	  and	  our	  own	  embodied	  histories,	  sets	  limits	  on	  and	  enables	  what	  we	  do,	  make,	  and	  become.	  What	  would	  happen	  if	  we	  got	  up	  out	  of	  the	  desk	  walked	  out	  on	  the	  classroom?	  My	  own	  experience	  with	  experimental	  pedagogies	  suggests	  that	  we	  would	  remake	  the	  desk.	  Embodied	  metaphor	  becomes	  virtual.	  To	  write	  an	  essay	  for	  institutional	  credit,	  we	  must	  find	  ourselves	  some	  sort	  of	  desk.	  This	  is	  how	  pervasive	  and	  engrained	  our	  conditioning	  has	  become.	  This	  kind	  of	  conceptual	  circle,	  some	  philosophical	  thinkers	  call	  sedentary,	  as	  opposed	  to	  nomadic	  because	  it	  uses	  known	  terms	  to	  explain	  and	  contain	  possibilities	  unknown	  (A	  Thousand	  Plateaus,	  Deleuze	  and	  Guattari).	  Sedentary	  thought	  is	  enclosed	  by	  ordered	  grids	  and	  lines,	  structured	  practices,	  spaces,	  verbalized	  and	  ritualized	  in	  everyday	  life.	  For	  posthuman	  theorists,	  the	  sedentary	  cycle	  of	  humanism	  promotes	  the	  linguistic	  imperative,	  which,	  in	  turn,	  centers	  the	  human	  subject.	  	  The	  metaphorical	  import	  of	  sedentary	  literacy	  spirals	  outward,	  indicating	  cultural	  and	  structural	  constraints	  on	  the	  kinds	  of	  thoughts	  and	  expressions	  we	  have	  come	  to	  accept	  as	  deskwork,	  or	  credit-­‐earning.	  However,	  each	  enactment	  of	  sedentary	  literacy,	  our	  remaking	  of	  the	  school	  desk,	  subtracts	  from	  the	  possible	  worlds	  we	  can	  create	  at	  a	  given	  moment.	  These	  foregone	  possibilities	  linger	  at	  the	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edge	  of	  consciousness.	  Overturning	  the	  desks,	  changing	  our	  relation	  to	  acts	  of	  reading	  and	  writing,	  to	  each	  other	  as	  subjects	  of	  schooling	  –	  composing	  the	  classroom	  through	  alternate	  orientations	  –	  any	  student	  or	  teacher	  may	  do	  through	  his	  or	  her	  practical,	  embodied	  consciousness	  of	  the	  ritualized,	  traditional	  classroom.	  This	  knowledge	  is	  held	  in	  our	  bodies,	  in	  the	  repeated	  gestures,	  postures,	  and	  emotional	  responses	  through	  which	  we	  respond	  to	  school	  desks.	  Though	  the	  theoretical	  thread	  I’ve	  begun	  to	  sketch	  may	  seem	  to	  run	  counter	  to	  Marxian	  materialist	  perspectives	  in	  composition	  and	  rhetoric	  (Berlin,	  Horner),	  I	  would	  like	  to	  engage	  the	  nonverbal	  sociality	  of	  experience	  in	  a	  dialectic	  with	  theorizations	  of	  materiality	  and	  social	  interpellation.	  In	  my	  own	  inquiry	  into	  the	  affective	  and	  embodied	  ritualization	  of	  school-­‐desk	  orientations,	  I	  follow	  Lynn	  Worsham’s	  suggestion	  that	  critical	  articulations	  of	  affect	  may	  not	  draw	  clear	  distinctions	  between	  Marxian	  theory	  and	  all	  other	  philosophical	  heuristics	  helpful	  for	  understanding	  the	  postmodern	  context	  of	  late	  capitalism.	  From	  a	  Deleuzian	  perspective,	  to	  say	  that	  an	  object	  exists	  only	  in	  a	  dialectical	  relation	  to	  cultural	  discourse	  is	  to	  remain	  seated	  in	  a	  desk,	  as	  it	  were,	  contained	  by	  the	  already	  spoken,	  the	  sedentary.	  In	  the	  transition	  from	  a	  disciplinary	  to	  a	  regulatory	  society	  (Foucault),	  to	  reduce	  all	  interpellation	  to	  the	  symbolic	  is	  to	  ignore	  the	  way	  affective	  social	  space	  acts	  on	  our	  actions	  without	  always	  addressing	  mentality.2	  
Methodological	  Synthesis:	  Writing	  with	  Things	  This	  dissertation	  examines	  moments	  of	  disorientation,	  struggle,	  and	  pedagogical	  failure	  that	  have	  become	  catalysts	  for	  educational	  reform.	  I	  began	  my	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study	  of	  the	  school	  desk	  with	  an	  emergent	  sense	  that	  this	  enduring	  piece	  of	  furniture	  could	  be	  an	  entry	  point	  on	  current	  educational	  structures,	  the	  classroom	  as	  we	  know	  it,	  and	  alternative	  pedagogical	  possibilities.	  In	  conducting	  further	  research,	  I	  found	  that	  writing	  about	  the	  materiality	  of	  the	  classroom,	  and	  the	  school	  desk	  in	  particular,	  proliferated	  at	  moments	  of	  educational	  reform.	  In	  these	  discursive	  moments,	  the	  labor	  involved	  in	  using	  school	  furniture	  and	  classroom	  space	  comes	  into	  relief.	  Old	  object-­‐orientations	  are	  invoked	  to	  show	  the	  limits	  of	  humanity,	  and	  new	  ones	  are	  imagined	  to	  promote	  progress.	  Through	  this	  research	  and	  analysis,	  I	  theorized	  that	  an	  object-­‐oriented	  focus	  may	  suggest	  alternate	  histories,	  as	  well	  as	  alternate	  pedagogies	  for	  composition,	  composition	  in	  the	  “ruptures”	  and	  “wreckage”	  of	  interruption	  (Sirc	  24,	  20).	  As	  I	  analyzed	  reform	  documents,	  I	  identified	  three	  moments	  in	  educational	  history	  when	  the	  desk	  was	  used	  as	  a	  gathering	  focus:	  when	  the	  school	  desk	  was	  designed	  and	  produced	  to	  support	  popular	  education	  in	  the	  mid-­‐nineteenth	  century,	  when	  it	  was	  critiqued	  in	  hygiene	  documents	  approximately	  fifty	  years	  later;	  and	  when	  the	  physical	  conditions	  of	  black	  school	  houses	  became	  a	  pivot	  for	  the	  NAACP’s	  visual	  rhetoric	  against	  Jim	  Crow.	  In	  reform	  rhetoric,	  attention	  to	  the	  object	  is	  never	  a	  goal	  in	  itself.	  Design	  and	  critiques	  of	  the	  school	  desk	  invoke	  cultural	  values	  and	  ideologies	  through	  which	  new	  furniture	  becomes	  a	  symbol.	  As	  the	  form	  of	  education	  becomes	  attendance,	  and	  the	  space	  of	  education	  becomes	  classrooms	  furnished	  with	  individual	  school	  desks,	  children	  become	  subjects	  by	  sitting	  in	  desks,	  and	  sedentary	  learning	  equals	  progress.	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In	  Chapter	  2,	  I	  examine	  the	  nineteenth-­‐century	  cultivation	  of	  object-­‐orientations	  toward	  school	  desks.	  In	  reform	  rhetoric,	  the	  school	  desk	  becomes	  a	  symbol	  for	  progress	  linked	  to	  the	  establishment	  of	  compulsory	  schooling.	  At	  this	  time,	  progress	  involved	  a	  new	  understanding	  of	  the	  human	  and	  education	  as	  limits	  to	  suffering.	  This	  shift	  follows	  Foucault’s	  description	  of	  the	  way	  disciplinary	  societies	  begin	  to	  quiet	  suffering	  and	  promote	  internal	  norms,	  rather	  than	  use	  the	  spectacle	  of	  torture	  to	  uphold	  the	  power	  of	  the	  sovereign.	  In	  nineteenth-­‐century	  compulsory	  schooling,	  the	  school	  desk	  confines	  and	  quiets.	  It	  is	  humane	  furniture	  (until	  it	  is	  decried	  as	  inhumane	  at	  the	  turn	  of	  the	  twentieth	  century	  by	  educational	  hygiene	  documents).	  In	  the	  process	  of	  using	  the	  school	  desk	  materially	  and	  symbolically	  to	  produce	  compulsory	  schooling,	  the	  labor	  of	  object-­‐orientation	  is	  hidden.	  However,	  it	  returns	  in	  excess,	  practical	  consciousness,	  use	  value	  that	  exceeds	  exchange	  value.	  Following	  the	  work	  of	  Bill	  Brown	  on	  nineteenth-­‐century	  object	  consciousness	  and	  Ahmed	  on	  our	  cultural	  inheritance	  of	  object-­‐orientations,	  I	  suggest	  that	  we	  may	  find	  opportunities	  for	  disinheritance	  through	  identifying	  the	  misuse	  value	  of	  the	  school	  desk.	  While	  Chapter	  2	  examines	  the	  school	  desk	  as	  as	  a	  commodity,	  Chapter	  3	  examines	  the	  desk	  as	  technology.	  In	  Chapter	  3,	  I	  ask	  how	  the	  school	  desk	  becomes	  a	  habit	  of	  humanity	  that	  hides	  the	  labor	  required	  to	  maintain	  it,	  a	  technology	  that	  organizes	  knowledge.	  I	  present	  the	  school	  desk	  at	  the	  nexus	  between	  Foucault’s	  disciplinary	  and	  regulatory	  societies	  and	  argue	  that	  through	  our	  habits	  of	  constituting	  the	  human,	  object-­‐orientations	  become	  unthought	  and	  function	  through	  regulatory	  biopower.	  I	  follow	  object-­‐oriented	  rhetoric	  into	  the	  twentieth	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century,	  situating	  it	  within	  a	  pedagogical	  reform	  tradition	  that	  foregrounds	  induction,	  or	  the	  object	  lesson.	  I	  show	  that	  sedentary	  learning	  and	  modern	  racism	  are	  embedded	  within	  reform’s	  eventual	  fall	  back	  into	  rote	  learning,	  standardization,	  and	  grouping	  –	  which	  is	  enabled	  materially	  by	  the	  technology	  of	  the	  school	  desk.	  Once	  induction	  becomes	  legislated,	  it	  is	  inseparable	  from	  compulsory	  attendance.	  However,	  recognizing	  the	  unthinking	  instrumentality	  of	  bodily	  orientations	  may	  help	  us	  disinherit	  their	  effect	  and	  access	  the	  formative	  potential	  in	  our	  becoming	  human,	  our	  composition	  of	  reality.	  To	  explore	  possibilities	  for	  misuse,	  disinheritance,	  and	  creative	  expression,	  in	  Chapter	  4,	  I	  draw	  on	  Ahmed’s	  Queer	  Phenomenology	  and	  bring	  counter-­‐histories	  of	  the	  school	  desk	  into	  conversation	  with	  my	  own	  writing	  pedagogy.	  Ahmed	  discusses	  the	  patterning	  of	  affect	  as	  itself	  an	  object-­‐orientation:	  It	  is	  important	  that	  we	  think	  not	  only	  about	  what	  is	  repeated,	  but	  also	  about	  how	  the	  repetition	  of	  actions	  takes	  us	  in	  certain	  directions:	  we	  are	  also	  orientating	  ourselves	  toward	  some	  objects	  more	  than	  others,	  including	  not	  only	  physical	  objects	  (the	  different	  kinds	  of	  tables)	  but	  also	  objects	  of	  thought,	  feeling,	  and	  judgment,	  as	  well	  as	  objects	  in	  the	  sense	  of	  aims,	  aspirations,	  and	  objectives.	  I	  might	  ‘orientate’	  myself	  around	  writing,	  for	  instance,	  not	  simply	  as	  a	  certain	  kind	  of	  work	  (although	  it	  is	  that,	  and	  it	  requires	  certain	  objects	  for	  it	  to	  be	  possible),	  but	  also	  as	  a	  goal:	  writing	  becomes	  some,	  I	  aspire	  to,	  even	  as	  an	  identity	  (becoming	  a	  writer).	  (56)	  	  This	  “model	  of	  history,”	  Ahmed	  calls	  “bodily	  sedimentation,”	  which	  “‘happens’	  in	  the	  very	  repetition	  of	  gestures,	  [and]	  which	  is	  what	  gives	  bodies	  their	  tendencies”	  (56).	  Ahmed’s	  inquiry	  into	  a	  writer’s	  relation	  to	  the	  writing	  table	  links	  bodies,	  space,	  technologies,	  thought,	  affect,	  and	  identity	  by	  dramatizing	  her	  own	  and	  broader	  cultural	  orientations.	  Ahmed	  “follows”	  objects;	  “wanders”	  or	  turns	  around	  them,	  as	  she	  repeatedly	  turns	  toward	  the	  particular	  object	  of	  the	  writing	  table	  (Ahmed	  6,	  15,	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29,	  39).	  Ahmed’s	  phenomenological	  approach	  increases	  affective	  awareness	  of	  the	  surround	  and	  encourages	  metacognitive	  listening,	  which	  Cooper	  links	  to	  rhetorical	  responsibility.	  Following	  Ahmed,	  I	  arrive	  at	  an	  object-­‐oriented	  pedagogy	  and	  a	  wandering	  writing,	  a	  writing	  with	  and	  on	  actual	  school	  desks,	  the	  invitation	  to	  explore	  their	  affectivity	  by	  touching,	  marking,	  carving	  their	  surfaces,	  as	  well	  as	  through	  the	  conventional	  practice	  of	  reading	  and	  writing	  about	  desks.	  I	  contextualize	  this	  movement	  between	  convergent	  and	  divergent	  knowledge	  through	  reference	  to	  recent	  creativity	  theory.	  In	  the	  possibility	  of	  impression,	  “we	  might,	  then,	  face	  the	  objects	  that	  retreat,	  and	  become	  strange	  in	  their	  retreat,	  with	  a	  sense	  of	  hope.”	  As	  objects	  retreat,	  we	  also	  watch	  their	  historic	  arrivals,	  and	  in	  our	  awareness	  of	  deterritorializing-­‐reterritorializing	  cultural	  practices,	  we	  may	  be	  able	  to	  exert	  a	  “refusal	  to	  inherit”	  the	  most	  sedentary,	  limiting,	  unjust,	  and	  violent	  (Ahmed	  178).	  How	  can	  we	  and	  our	  students	  say	  a	  new	  thing	  in	  a	  world	  of	  already	  formed	  bodies	  and	  expressions?	  If	  interpellated	  habits	  are	  always	  subtractive,	  possibilities	  forgone	  inhere	  in	  their	  formation.	  The	  problem	  of	  composition	  may	  be	  traced	  through	  ritualized	  practices,	  bodily	  histories,	  and	  embodied	  metaphors	  –	  through	  our	  enduring	  object-­‐orientations	  –	  to	  make	  practical	  consciousness	  more	  conscious,	  to	  mobilize	  the	  becoming	  potential	  of	  expression.	  	  
Notes	  1	  Often,	  higher	  education	  is	  figured	  metaphorically	  as	  a	  tour	  bus.	  
2	  Henri	  Lefebvre	  describes	  this	  kind	  of	  reductionism,	  as	  well:	  “In	  its	  most	  extreme	  form,	  reductionism	  entails	  the	  reduction	  of	  time	  to	  space,	  the	  reduction	  of	  use	  value	  to	  exchange	  value,	  the	  reduction	  of	  objects	  to	  signs,	  and	  the	  reduction	  of	  ‘reality’	  to	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  the	  semiosphere;	  it	  also	  means	  that	  the	  movement	  of	  the	  dialectic	  is	  reduced	  to	  a	  logic,	  and	  social	  space	  to	  a	  purely	  formal	  mental	  space	  (296).	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CHAPTER	  2	  
	  
THE	  SCHOOL	  DESK	  AND	  STUDENT	  LABOR	  Though	  insensible	  to	  arguments	  addressed	  to	  reason	  and	  conscience,	  yet	  the	  senses	  and	  muscles	  and	  nerves	  of	  this	  class	  of	  men	  were	  less	  hardened	  than	  their	  hearts;	  and	  the	  colds	  and	  cramps,	  the	  exhaustion	  and	  debility,	  which	  they	  carried	  home,	  worked	  mightily	  for	  their	  conversion	  to	  truth.	  Under	  such	  circumstances,	  persuasion	  became	  compulsory.	  Could	  the	  leaders	  of	  the	  opposition	  have	  transferred	  the	  debate	  to	  some	  commodious	  public	  hall,	  or	  to	  their	  own	  spacious	  and	  elegant	  mansions,	  they	  might	  have	  bid	  defiance	  to	  humanity	  and	  remained	  masters	  of	  the	  field.	  But	  the	  party	  of	  reform	  held	  them	  relentlessly	  to	  the	  battle-­‐ground	  [the	  school-­‐house];	  and	  there	  the	  cause	  of	  progress	  triumphed,	  on	  the	  very	  spot	  where	  it	  had	  so	  long	  been	  dishonored.	  	   —Horace	  Mann,	  Quoted	  in	  Henry	  Barnard,	  School	  Architecture,	  1854	  
Introduction	  Horace	  Mann,	  Secretary	  of	  the	  Massachusetts	  Board	  of	  Education,	  persuades	  citizens	  to	  pay	  higher	  taxes	  for	  schoolhouse	  renovation	  by	  forcing	  them	  to	  endure	  the	  discomfort	  of	  high,	  rough-­‐hewn,	  backless	  benches.	  Mann	  bypasses	  mentality	  through	  appeals	  to	  affect	  and	  embodiment,	  cultivating	  an	  object-­‐orientation	  toward	  existing	  school	  furniture	  and	  directing	  attention	  toward	  the	  possibility	  of	  new,	  individual	  school	  desks,	  which	  will	  reduce	  pain	  and	  suffering.	  The	  labor	  of	  townspeople,	  in	  this	  example,	  becomes	  invested	  in	  the	  image	  of	  new	  classrooms	  and	  new	  furniture.	  In	  this	  common	  experience,	  “humanity”	  and	  “progress”	  emerge,	  to	  which	  all	  would	  “bid	  defiance,”	  were	  it	  not	  for	  the	  persuasive	  affectivity	  of	  the	  school	  building	  itself.	  New	  school	  desks	  become	  symbolic	  of	  progress	  as	  they	  limit	  suffering,	  constituting	  the	  human.	  Into	  the	  physical	  space	  of	  the	  classroom	  as	  we	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know	  it	  are	  built	  object-­‐orientations,	  modernist	  technologies	  of	  education	  and	  enculturation.	  In	  the	  mid-­‐nineteenth	  century,	  to	  recognize	  and	  decry	  the	  torture	  of	  sitting	  in	  an	  ill-­‐equipped	  classroom	  invoked	  a	  larger	  shift	  toward	  a	  disciplinary	  society	  that	  embraced	  affectionate,	  regularized	  education	  in	  the	  development	  of	  a	  cohesive,	  productive	  citizenry.	  Mann’s	  rhetorical	  “triumph,”	  then,	  involved	  making	  a	  clear	  link	  between	  old	  school	  benches	  and	  the	  torture	  already	  being	  denounced	  by	  modern	  society	  (Foucault,	  Discipline).	  As	  Foucault	  describes,	  in	  disciplinary	  societies,	  humanity	  becomes	  the	  limit	  to	  suffering	  (89).	  Were	  “this	  class	  of	  men”	  to	  refuse	  funding	  for	  schoolhouse	  renovation,	  its	  members	  would	  ultimately	  deny	  their	  own	  humanity.	  
Object-­‐Orientation	  and	  Desk	  Rhetoric	  
Material	  Influence	  The	  school	  desk	  emerged	  in	  American	  consciousness	  along	  with	  compulsory	  schooling	  in	  the	  mid-­‐nineteenth	  century.	  At	  this	  time	  of	  material	  production	  and	  accumulation,	  Americans	  became	  increasingly	  aware	  of	  the	  thing-­‐proliferation	  through	  museums,	  catalogues,	  exhibitions,	  art,	  literature,	  magazines,	  and	  journals	  (Brown).	  With	  industrialization	  and	  the	  rise	  of	  a	  capitalist	  economy	  in	  the	  United	  States,	  education’s	  built	  environment	  became	  a	  market	  for	  the	  theorization,	  production,	  and	  use	  of	  material	  objects,	  including	  the	  school	  desk,	  which	  attained	  its	  first	  patenting	  in	  1889	  (Breadin).	  Barnard’s	  School	  Architecture,	  first	  written	  as	  a	  lecture	  in	  1838,	  includes	  a	  substantial	  section	  on	  school	  seating	  and	  became	  a	  well-­‐
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known,	  authoritative	  text	  by	  1854.	  In	  the	  1891	  Report	  to	  the	  Commissioner	  of	  
Education,	  the	  authors	  write:	  Before	  Barnard’s	  epoch-­‐making	  work,	  which	  prompted	  a	  German	  writer	  to	  say	  that	  the	  school	  desk	  was	  the	  only	  contribution	  of	  America	  to	  pedagogy,	  seats	  ran	  around	  three	  sides	  of	  the	  room,	  so	  that	  the	  children	  sat	  with	  their	  backs	  toward	  the	  center,	  and	  must	  swing	  their	  feet	  over	  the	  seat	  to	  get	  out.	  (1044)	  	  In	  the	  epoch	  of	  the	  school	  desk,	  object-­‐orientation	  distinguished	  American	  consciousness	  and	  made	  possible	  educational	  reforms	  in	  support	  of	  moral	  education	  and	  compulsory	  attendance.	  As	  educational	  leaders	  like	  Mann	  advocated	  for	  the	  transition	  from	  common	  schools	  to	  national	  public	  education,	  they	  took	  inventory	  of	  classroom	  spaces	  and	  detailed	  extensively	  the	  physical	  and	  moral	  harm	  done	  to	  student	  bodies	  and	  minds	  by	  existing	  school	  furniture	  (Barnard,	  School).	  These	  critiques	  and	  subsequent	  reforms	  express	  the	  reciprocity	  between	  pedagogy	  and	  school	  space	  (Enoch),	  as	  well	  as	  the	  affective	  relation	  between	  space	  and	  mentality	  (Blair,	  Ahmed).1	  Though	  in	  the	  1840s	  Mann	  congratulates	  himself	  for	  a	  clear	  rhetorical	  “triumph”	  over	  “the	  opposition,”	  it	  would	  take	  over	  fifty	  years	  to	  replace	  the	  old	  benches	  with	  desks	  in	  schoolhouses	  across	  the	  country,	  a	  campaign	  that	  required	  consistent	  verbal	  and	  non-­‐verbal	  rhetoric.2	  Barnard	  describes	  the	  many	  angles	  taken	  by	  this	  campaign:	  The	  public	  mind	  in	  the	  backward	  districts	  must	  be	  aroused	  to	  an	  active	  sense	  of	  the	  close	  connection	  of	  a	  good	  school-­‐house	  with	  a	  good	  school,	  by	  addresses,	  discussions,	  conversation	  and	  printed	  documents	  on	  the	  subject,	  and	  by	  the	  actual	  results	  of	  such	  houses	  in	  neighboring	  districts	  and	  towns.	  (School	  39)	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The	  “actual	  results	  of	  such	  houses”	  would	  affect	  the	  populace	  in	  the	  way	  Mann’s	  benches	  bypass	  mentality	  and	  act	  on	  “senses	  and	  muscles	  and	  nerves.”	  Material	  rhetoric	  complements	  verbal	  rhetoric,	  both	  functioning	  on	  different	  registers	  of	  the	  social.	   In	  the	  nineteenth	  century,	  material	  objects	  in	  space	  were	  believed	  to	  “have	  a	  very	  considerable	  influence	  in	  forming	  [children’s]	  dispositions,	  and	  giving	  a	  determination	  to	  their	  future	  character,”	  according	  to	  William	  Alcott’s	  Essay	  on	  the	  
Construction	  of	  School-­‐Houses,	  which	  was	  awarded	  twenty	  dollars	  and	  widely	  circulated	  by	  the	  American	  Institute	  of	  Instruction	  (5).	  In	  1831,	  Alcott	  complains	  that	  many	  classroom	  “benches	  are	  so	  high	  that	  the	  children’s	  feet	  cannot	  reach	  within	  several	  inches	  of	  the	  floor.	  Thus	  suspended,	  between	  the	  heavens	  and	  the	  earth,	  they	  are	  compelled	  to	  remain	  motionless	  for	  an	  hour	  or	  an	  hour	  and	  a	  half	  together”	  (7).	  The	  influence	  of	  Alcott’s	  perspective	  on	  the	  nineteenth-­‐century	  educational	  reform	  movement	  can	  be	  seen	  in	  allusions	  and	  direct	  quotation	  within	  the	  testimony	  collected	  by	  Henry	  Barnard’s	  School	  Architecture.	  Barnard’s	  volume	  reprints	  letters	  and	  reports	  from	  “visitors”	  documenting	  the	  deplorable	  conditions	  of	  schoolhouses	  throughout	  New	  England.	  In	  it	  Alcott’s	  suspension	  trope	  is	  repeated	  often,	  not	  only	  to	  draw	  attention	  to	  the	  height	  of	  the	  benches,	  but	  to	  ask	  where	  the	  child	  belongs,	  in	  heaven?	  on	  earth?	  in	  the	  home?	  near	  the	  highway?	  Children	  are	  suspended	  on	  benches	  “‘too	  high	  for	  men,’”	  as	  though	  on	  a	  “‘pillory,’”	  “‘doing	  penance	  upon	  their	  high	  seats,’”	  and	  “‘writhing	  with	  pain,’”	  as	  they	  are	  again	  “‘suspended	  between	  heaven	  and	  earth’”	  (2,	  20,	  22).	  “Some	  of	  the	  small	  scholars	  are	  reduced	  to	  the	  miserable	  necessity	  of	  swinging	  in	  the	  air,	  without	  being	  able	  to	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either	  get	  a	  foothold	  or	  a	  place	  to	  rest	  their	  backs	  against’”	  (22).	  “From	  the	  height	  to	  which	  the	  writing	  desks,	  and	  slabs	  used	  for	  seats,	  are	  elevated,	  some	  persons	  would	  naturally	  infer	  that	  they	  were	  originally	  designed	  for	  a	  race	  of	  giants,’”	  as	  the	  “abodes	  of	  the	  evil	  genii”	  (23,	  20).	  The	  schoolhouses	  themselves	  are	  described	  repeatedly	  as	  evil	  in	  their	  torturous	  and	  immoral	  effects,	  whereas	  the	  work	  of	  education	  is	  regarded	  as	  “sacred”	  (Barnard,	  School	  Architecture	  8).	  However,	  the	  influence	  between	  bodies	  and	  material	  space	  flows	  in	  both	  directions.	  Suffering	  children	  have	  made	  the	  schoolhouse	  what	  it	  is,	  “‘cut	  and	  marked’”	  the	  furniture	  and	  the	  walls	  “‘with	  all	  sorts	  of	  images,	  some	  of	  which	  would	  make	  heathens	  blush’”	  (Barnard	  17).	  Barnard’s	  document	  acknowledges	  that	  students	  “hacked	  and	  gashed”	  the	  furniture	  itself,	  “as	  if	  in	  retaliation	  for	  the	  torture	  suffered	  from	  them”	  (Barnard	  20).	  Because	  of	  this	  cycle	  of	  suffering	  between	  student	  bodies	  and	  school	  furniture,	  educational	  reformer	  turned	  to	  a	  more	  affectionate	  discipline	  that	  would	  quiet	  pain	  and	  keep	  the	  school	  day	  running	  smoothly.	  Mid-­‐nineteenth-­‐century	  educational	  reformers	  theorized	  the	  relationship	  between	  objects	  and	  character	  as	  a	  kind	  of	  two-­‐way	  flow,	  or	  influence,	  by	  which	  bodies	  and	  spaces	  affect	  one	  another.	  Many	  critiques	  of	  early	  classroom	  conditions	  began	  by	  noting	  the	  way	  objects	  influence	  character	  (Alcott,	  Taylor,	  Barnard).	  John	  Orville	  Taylor	  explains,	  “objects	  which	  are	  constantly	  before	  the	  eye,	  although	  they	  may	  be	  inanimate,	  have	  a	  wonderful	  influence	  on	  the	  mind”	  (78).	  In	  his	  1835	  The	  
District	  School:	  or	  National	  Education,	  Taylor	  links	  poor	  school	  conditions	  and	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improper	  furniture	  for	  the	  “so	  small	  number	  of	  good	  writers”	  leaving	  the	  common	  schools:	  The	  writing	  desk	  in	  many	  instances	  so	  high	  that	  the	  chin	  of	  the	  writer	  cannot,	  without	  a	  temporary	  elongation	  of	  the	  body,	  be	  projected	  over	  the	  upper	  surface;	  this	  being	  done,	  however,	  and	  the	  feet	  left	  swinging	  six	  or	  eight	  inches	  from	  the	  floor,	  and	  half	  of	  the	  weight	  of	  the	  body	  hanging	  by	  the	  chin,	  the	  child	  with	  a	  horizontal	  view	  examines	  its	  copy	  of	  straight	  marks.	  It	  then	  is	  directed	  to	  take	  the	  pen,	  which	  is	  immediately	  spoiled	  by	  being	  thrust	  into	  the	  dry	  or	  muddy	  inkstand,	  and	  begin	  to	  write.	  (145–46).	  	  Here,	  Taylor	  refers	  to	  writing	  as	  the	  making	  of	  the	  most	  basic	  legible	  marks.	  Existing	  writing	  desks,	  pens,	  and	  practices	  get	  in	  the	  way.	  And	  still,	  as	  soon	  as	  “the	  school-­‐desk	  and	  round	  copy-­‐plate	  is	  taken	  away,	  they	  have	  lost	  the	  art,	  and	  now	  find	  they	  are	  unable	  to	  write	  a	  straight	  line	  or	  a	  legible	  one”	  (145).	  Taylor	  proposes	  a	  writing	  pedagogy	  that	  moves	  from	  slate	  and	  pencil,	  in	  the	  early	  years,	  to	  pen	  and	  ink,	  as	  children	  grow	  in	  size	  and	  skill.	  His	  developmental	  approach	  to	  tool	  use	  is	  accompanied	  by	  a	  philosophy	  of	  furniture	  that	  matches	  the	  size	  of	  a	  desk	  to	  that	  of	  a	  child’s	  body:	  “the	  desk	  should	  be	  about	  as	  high	  as	  the	  elbow	  of	  the	  writer.”	  This	  would	  prevent	  both	  the	  desk	  and	  the	  child	  from	  injury:	  “Most	  of	  our	  district	  school-­‐houses	  have	  badly	  constructed	  writing-­‐desks.	  They	  are	  injured	  and	  stand	  unsteady,	  or	  cut	  full	  of	  holes,	  ridges	  and	  furrows,”	  which,	  in	  turn,	  promotes	  the	  frustration	  and	  potential	  injury	  of	  writers	  (150).	  The	  nineteenth-­‐century	  focus	  on	  object-­‐orientation	  accompanied	  a	  material	  view	  of	  mentality;	  words	  themselves	  were	  also	  part	  of	  the	  flow,	  by	  which	  distinctions	  between	  bodies	  disappeared.	  In	  reading,	  a	  mutual	  influence	  of	  mind	  and	  materiality	  involved	  active	  entering	  and	  taking-­‐in,	  a	  two-­‐way	  flow	  by	  which	  both	  bodies	  and	  words	  would	  be	  changed.	  Reading	  was	  framed	  metaphorically	  as	  going	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inside	  the	  object	  of	  a	  book,	  an	  act	  that	  delivers	  “a	  book	  from	  its	  ‘materiality’	  and	  ‘immobility,’”	  and	  makes	  the	  “‘object	  qua	  object’	  disappear:	  ‘You	  are	  inside	  it;	  it	  is	  inside	  you;	  there	  is	  no	  longer	  either	  outside	  or	  inside’”	  (Brown	  11).	  Steven	  Mailloux	  writes	  that	  sometimes	  the	  trope	  of	  reading-­‐as-­‐eating	  was	  rendered	  literally.	  He	  quotes	  nineteenth-­‐century	  essayist	  Anna	  Brackett,	  who	  condemns	  “‘poisonous	  and	  weakening	  literature’”:	  As	  we	  are	  grateful	  to	  our	  parents	  for	  the	  care	  and	  simple	  regimen	  which	  preserved	  our	  physical	  health	  for	  us,	  we	  thank	  them	  also	  for	  the	  care	  which	  kept	  out	  of	  our	  way	  the	  mental	  food	  which	  they	  knew	  to	  be	  injurious,	  and	  for	  which	  they	  themselves	  had	  been	  too	  well	  educated	  to	  have	  any	  taste.	  (Mailloux	  154–55)	  	  Physical	  food	  is	  a	  basic	  need,	  and	  its	  nourishment	  or	  poison	  determines	  health.	  The	  metaphor	  of	  influence	  as	  a	  kind	  of	  incorporation	  and	  integration	  may	  have	  been	  understood	  more	  physically	  than	  in	  our	  time,	  “reading	  and	  eating”	  “viewed	  as	  only	  slightly	  different	  aspects	  of	  the	  same	  activity,	  the	  physical	  ingestion	  of	  nourishment”	  (Mailloux	  136).	  According	  to	  this	  perspective,	  much	  of	  the	  affectivity	  of	  objects	  and	  spaces	  exceeds	  conscious	  awareness	  and	  joins	  individual	  energy	  to	  the	  flow	  between	  bodies	  and	  environment.	  In	  The	  School	  and	  the	  Schoolmaster,	  George	  Emerson	  spends	  one	  sentence	  describing	  the	  intentional,	  “direct	  influence”	  of	  a	  teacher,	  and	  the	  next	  three	  and	  a	  half	  pages	  portraying	  his	  or	  her	  “indirect	  influence”	  (337).	  The	  “energy”	  of	  the	  teacher	  “speaks	  in	  a	  language	  no	  less	  significant	  and	  intelligible,”	  though	  it	  is	  expressed	  nonverbally,	  through	  “eye,	  the	  voice,	  the	  step,	  every	  motion”:	  “all	  pass	  from	  the	  teacher	  into	  the	  character	  of	  the	  pupil,	  and	  contribute	  to	  form	  it”	  (337–38).	  This	  kind	  of	  distributed	  assemblage	  reflects	  the	  object-­‐oriented	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epistemology	  of	  modernism	  (Brown,	  Sense),	  as	  well	  as	  the	  disciplinary	  structure	  of	  education	  in	  the	  nineteenth	  century	  (Foucault).	  
Domestication	  of	  School	  Space	  As	  Jessica	  Enoch	  explains,	  nineteenth-­‐century	  educational	  leaders	  proposed	  changes	  in	  the	  physical	  rhetoric	  of	  school	  spaces,	  in	  part,	  to	  promote	  the	  domestication	  and	  feminization	  of	  common	  schools,	  and	  they	  were	  largely	  successful	  (Enoch).	  While	  New	  England	  schools	  employed	  male	  teachers	  predominantly	  at	  the	  end	  of	  the	  eighteenth	  century,	  teaching	  became	  an	  increasingly	  acceptable	  as	  a	  female	  profession	  in	  the	  nineteenth	  century,	  and	  by	  1912,	  close	  to	  90	  percent	  of	  its	  teachers	  were	  women	  (288).	  Enoch	  argues	  that	  this	  shift	  came	  about	  through	  an	  intentioned	  campaign	  to	  renovate	  school	  buildings	  materially,	  while	  reframing	  education	  as	  “another	  kind	  of	  domestic	  arena”	  (286).	  Educational	  reformers	  such	  as	  Barnard,	  and	  Mann	  promoted	  the	  expenditure	  of	  over	  $600,000	  in	  the	  1830s	  and	  1840s	  for	  the	  building	  of	  new	  schools	  and	  the	  renovation	  of	  old	  ones	  (284). In	  this	  way,	  they	  ensured	  that	  the	  material	  rhetoric	  of	  school	  spaces	  served	  as	  accurate	  sources	  for	  their	  discursive	  metaphorical	  references:	  when	  these	  figures	  used	  rhetorics	  of	  space	  to	  redefine	  the	  school	  as	  a	  peaceful,	  comfortable,	  clean,	  and	  decorative	  place—one	  separated	  and	  even	  fenced	  off	  from	  the	  outside	  world—the	  functioning	  metaphor	  of	  the	  school	  changed.	  The	  school	  was	  no	  longer	  a	  prison;	  it	  was	  now	  a	  home.	  This	  discursive	  and	  material	  renovation	  of	  the	  school	  opened	  up	  possibilities	  for	  the	  installation	  of	  the	  female	  teacher.	  (Enoch	  284)	  To	  Enoch’s	  reading	  of	  the	  conscious	  framing	  of	  school	  spaces	  as	  an	  extension	  of	  the	  home,	  I	  would	  add	  my	  analysis	  of	  the	  indirect	  influence,	  or	  directional	  rhetoric,	  of	  domestication.	  In	  the	  Nineteenth	  century,	  compulsory	  schooling	  was	  structured	  as	  a	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set	  of	  enclosures:	  school	  grounds,	  school	  buildings,	  gendered	  entrances	  and	  exits,	  privies	  or	  water	  closets,	  and	  school	  desks	  –	  the	  school	  desk	  being	  the	  most	  enduring	  symbol	  and	  instrument	  of	  confinement.	  Barnard	  recommended	  that	  students	  be	  confined	  to	  school	  desks	  for	  a	  certain	  amount	  of	  time	  during	  the	  day,	  alternating	  intervals	  of	  recreation,	  so	  that	  sedentary	  work	  could	  be	  extended	  gradually,	  through	  training	  and	  development.	  Sitting	  to	  learn,	  or	  learning	  to	  sit,	  remained	  a	  clear	  goal	  of	  his	  reformist	  disciplinary	  approach.	  In	  his	  “General	  Principles,”	  he	  outlines	  the	  need	  “to	  accommodate	  with	  a	  seat	  and	  desk,	  not	  only	  each	  scholar	  in	  the	  district	  who	  is	  in	  the	  habit	  of	  attending	  school,	  but	  all	  who	  may	  be	  entitled	  to	  attend.”	  The	  arrangement	  of	  the	  room	  would	  allow	  aisles	  for	  movement	  to	  and	  from	  desks	  only,	  “to	  bring	  each	  scholar	  under	  the	  supervision	  of	  the	  teacher”	  (47).	  Though	  Barnard	  advocated	  the	  use	  of	  “object	  lessons”	  and	  “sense	  training,”	  his	  classroom	  designs	  and	  the	  curriculum	  materials	  distributed	  under	  his	  editorial	  leadership	  show	  a	  teacher	  standing	  before	  a	  class	  of	  sitting	  students. 3	  
Suffering	  Space	  During	  the	  two	  decades	  between	  Alcott’s	  prize	  essay	  and	  Barnard’s	  complete	  edition	  of	  School	  Architecture,	  Americans	  transitioned	  from	  a	  punitive	  model	  of	  education	  to	  one	  of	  “affectionate	  discipline”	  (Mailloux	  142,	  see	  also	  Martin).	  In	  a	  1902	  issue	  of	  The	  New	  England	  Magazine,	  George	  H.	  Martin’s	  “Boston	  Schools	  One	  Hundred	  Years	  Ago”	  traces	  changes	  in	  education	  over	  the	  course	  of	  the	  century.	  A	  writer	  publishing	  at	  the	  end	  of	  the	  century	  remembers	  school	  in	  the	  early	  1800s	  and	  describes	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seeing	  from	  his	  school	  house	  windows	  women	  brought	  in	  an	  iron	  cage,	  stripped	  to	  the	  waist	  and	  punished	  with	  thirty	  or	  forty	  lashes,	  their	  screams	  only	  partly	  drowned	  by	  the	  jeers	  of	  the	  mob.	  The	  pillory,	  too,	  was	  in	  sight	  of	  the	  school.	  In	  this	  frequently	  could	  be	  seen	  poor	  wretches	  confined	  by	  heads	  and	  hands,	  and	  pelted	  by	  the	  unfeeling	  crowd	  with	  rotten	  eggs	  and	  garbage.	  (Martin	  637)	  	  In	  the	  punitive	  model,	  public	  shaming	  and	  execution	  functioned	  to	  restore	  the	  power	  of	  sovereignty	  through	  asserting	  a	  spectacular	  power	  over	  the	  adversary,	  presumably	  having	  injured	  sovereign	  power	  by	  trying	  to	  take	  some	  of	  it	  (Foucault,	  
Discipline,	  48–49).	  In	  one	  early	  example	  of	  pedagogical	  torture,	  a	  schoolmaster	  asks	  his	  student,	  Bangs,	  “‘what	  is	  an	  action	  verb?’”	  Bangs	  hesitates	  and	  looks	  imploringly	  to	  his	  neighbors,	  who	  cannot	  or	  will	  not	  help	  him	  out	  of	  his	  difficulty.	  “Well,	  muttonhead,	  what	  does	  an	  active	  verb	  express?	  I’ll	  tell	  you	  what	  it	  expresses,”	  bringing	  down	  the	  stick	  upon	  the	  boy	  with	  emphasis;	  “it	  expresses	  action,	  and	  necessarily	  supposes	  an	  
agent	  (cane	  descends	  again),	  and	  an	  object	  acted	  on.	  As	  castigo	  te,	  I	  chastise	  thee.	  Do	  you	  understand	  now?”	  (Martin	  637)	  	  In	  his	  chastisement,	  Bangs	  suffers	  in	  the	  various	  meanings	  of	  the	  word	  (“Suffer”).	  He	  endures,	  allows,	  undergoes,	  submits	  to	  pain.	  He	  is	  broken	  down	  and	  becomes	  the	  object	  of	  an	  action	  –	  he	  is	  acted	  upon.	  As	  long	  as	  he	  endures,	  Bangs	  remains	  a	  subject	  in	  relation	  to	  the	  sovereign	  power	  of	  the	  teacher,	  who	  will	  finally	  end	  his	  suffering	  and	  objectify	  him	  fully	  to	  impress	  his	  own	  seal	  as	  a	  spectacle.	  Bill	  Brown	  shows	  how	  this	  power	  is	  symbolized	  by	  the	  sovereign’s	  signet	  ring,	  which	  makes	  an	  impression	  in	  wax;	  as	  long	  as	  the	  sovereign	  and	  the	  ring	  itself	  retain	  value,	  the	  wax	  seal	  serves	  to	  legitimize	  this	  power.	  Once	  sovereign	  power	  is	  questioned,	  behind	  the	  seal	  exists	  “‘an	  empty	  place,’”	  and	  the	  subject	  in	  power	  is	  caught	  up	  in	  a	  circuit	  of	  exchange,	  a	  flow	  “governed	  by	  the	  law	  of	  reciprocity”	  (46).	  In	  Foucault’s	  terms:	  the	  flow	  of	  influence	  may	  be	  understood	  as	  a	  “political	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technology	  of	  the	  body	  in	  which	  might	  be	  read	  a	  common	  history	  of	  power	  relations	  and	  object	  relations”	  (Discipline	  24).	  Power,	  previously	  held	  by	  the	  schoolmaster	  is	  transferred	  to	  the	  classroom.	  Once	  the	  subject	  of	  power	  becomes	  an	  empty	  space,	  once	  obvious	  suffering	  is	  removed,	  power	  may	  flow	  freely	  between	  subjects	  and	  objects.	  Rather	  than	  being	  acted	  on	  by	  a	  tyrannous	  schoolmaster,	  students	  start	  to	  act	  on	  themselves,	  internalizing	  the	  surveillance	  of	  disciplinary	  culture	  made	  possible	  by	  the	  individual	  school	  desk.	  The	  desk	  and	  the	  material	  classroom	  do	  not	  replace	  the	  teacher’s	  power.	  Power	  itself	  changes	  to	  more	  easily	  promote	  an	  ecology	  of	  affect	  or	  influence.	  Disciplinary	  structure	  enables	  the	  indirect	  influence	  of	  the	  teacher’s	  body,	  voice,	  and	  step,	  as	  well	  as	  the	  formation	  of	  a	  child’s	  character,	  through	  the	  affectivity	  of	  material	  objects.	  This	  social	  transition	  energizes	  the	  condemnation	  of	  old	  benches.	  The	  problem	  of	  high	  benches	  and	  swinging	  feet	  would	  be	  described	  as	  “incommoding	  to	  other	  students”	  or	  worse,	  threatening	  to	  one’s	  modesty.	  In	  Vernon,	  Connecticut,	  “large	  girls”	  could	  “only	  leave	  their	  seats	  by	  placing	  their	  feet	  on	  a	  level	  with	  their	  hips,	  which	  it	  is	  not	  always	  best	  that	  females	  should	  do”	  (Barnard	  16,	  22).	  In	  New	  York,	  children	  got	  messy,	  when	  “climbing	  over	  those	  already	  seated,	  and	  to	  the	  ruin	  of	  all	  regard	  to	  cleanliness”	  (Potter	  173).	  In	  Boston,	  swinging	  of	  feet	  also	  became	  a	  problem	  for	  classroom	  management:	  “children	  used	  to	  amuse	  themselves	  by	  rocking	  back	  and	  forth	  on	  the	  high	  and	  narrow	  benches	  until	  they	  fell	  in	  a	  delightful	  tumult	  of	  confusion	  into	  the	  laps	  of	  the	  row	  behind	  them”	  (Martin	  640).	  These	  details	  may	  make	  the	  old	  benches	  seem	  a	  raucous	  good	  time,	  but	  more	  often	  students	  are	  described	  as	  suffering	  fatigue	  and	  discomfort,	  a	  kind	  of	  punishment	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that	  opposes	  reformist	  ideals	  of	  nurturance.	  Again,	  affectionate	  discipline	  is	  humane	  and	  held	  against	  limit	  suffering.	  And	  what	  comes	  with	  the	  quieting	  of	  suffering	  is	  the	  internalization	  of	  object-­‐orientations,	  the	  self-­‐regulation	  of	  a	  disciplinary	  society.	  Walt	  Whitman	  writes	  about	  the	  transition	  from	  punitive	  to	  affectionate	  pedagogy	  in	  one	  of	  his	  earliest	  and	  most	  reprinted	  short	  stories,	  “Death	  in	  the	  School-­‐Room	  (a	  Fact),”	  based	  on	  his	  experience	  as	  a	  school	  teacher	  in	  the	  1830’s	  (White).4	  In	  Whitman’s	  story,	  a	  child	  actually	  dies	  in	  the	  desk,	  a	  symbol	  for	  an	  outdated,	  torturous	  system.	  The	  authorial	  voice	  in	  the	  story	  hopes	  for	  a	  new,	  “worthier	  and	  more	  philosophical	  system”:	  We	  are	  waxing	  toward	  that	  consummation	  when	  one	  of	  the	  old-­‐fashioned	  schoolmasters,	  with	  his	  cowhide,	  his	  heavy	  birch-­‐rod,	  and	  his	  many	  ingenious	  methods	  of	  child-­‐torture,	  will	  be	  gazed	  upon	  as	  a	  scorned	  memento	  of	  an	  ignorant,	  cruel,	  exploded	  doctrine.	  (177)	  In	  the	  story,	  one	  such	  schoolmaster	  accuses	  and	  shames	  a	  pale,	  young	  Tim	  Barker	  at	  the	  front	  of	  the	  classroom.	  Lugare	  creates	  a	  “scene	  of	  heartless	  and	  coarse	  brutality,	  of	  timid	  innocence	  confused,	  helpless	  childhood	  outraged,	  and	  gentle	  feelings	  crushed,”	  a	  scene	  “of	  violence	  and	  severe	  chastisement”	  with	  which	  the	  other	  pupils	  are	  “so	  used”	  “that	  such	  things	  made	  but	  little	  interruption”	  (177,	  179).	  In	  Whitman’s	  description	  can	  be	  read	  a	  characterization	  of	  childhood	  humanity	  in	  relation	  to	  limit	  violence.	  In	  the	  shaming	  scene,	  Tim	  Barker	  requests,	  “‘Please	  to	  let	  me	  go	  to	  my	  seat—I	  a’n’t	  well’”	  (178).	  In	  this	  way,	  Whitman	  offers	  his	  readers	  some	  small	  respite	  from	  our	  own	  humane	  outrage	  by	  installing	  Tim	  Barker	  in	  the	  safety	  of	  his	  school	  desk,	  a	  hopeful	  moment	  that	  suggests	  the	  child’s	  quiet,	  sedentary	  industry	  will	  be	  enough.	  However,	  though	  Lugare	  allows	  the	  child	  to	  return	  to	  the	  safety	  of	  his	  seat,	  it	  is	  only	  to	  prolong	  his	  shaming;	  he	  promises	  to	  “postpone	  settling”	  for	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another	  hour	  (178).	  As	  though	  unable	  to	  work	  under	  such	  conditions,	  the	  child	  sits	  down	  and	  puts	  his	  head	  on	  the	  desk.	  He	  appears	  to	  sleep,	  unresponsive	  to	  Lugare’s	  eventual	  call	  and	  passionate	  approach:	  “The	  boy	  did	  not	  stir	  any	  more	  than	  if	  he	  had	  been	  of	  wood”	  (180).	  In	  fact,	  the	  boy	  has	  died,	  and	  as	  Lugare	  brings	  down	  his	  ratan	  in	  two	  vengeful	  blows,	  he	  is	  shocked	  to	  find	  he	  is	  beating	  a	  corpse.	  In	  my	  reading	  of	  Whitman’s	  story,	  the	  punitive	  schoolmaster	  becomes	  a	  memento	  to	  an	  old	  model	  of	  education	  –	  a	  seal	  that	  no	  longer	  holds	  the	  authority	  of	  the	  sovereign.	  The	  school	  desk	  absorbs	  the	  experience	  of	  torture	  and	  suffering,	  as	  well	  as	  the	  student	  body,	  which	  merges	  with	  the	  wood	  of	  the	  school	  desk.	  Tim	  Barker	  will	  no	  longer	  suffer.	  Whitman	  sets	  the	  violence	  of	  severe	  chastisement	  against	  the	  gentle,	  timid	  innocence	  of	  childhood,	  orienting	  his	  own	  readers	  toward	  a	  new	  cycle	  of	  becoming-­‐human	  through	  a	  worthier	  system	  of	  education.	  As	  Brown	  describes,	  the	  modern	  social	  relation	  begins	  to	  merge	  human	  subject	  and	  inanimate	  object.	  However,	  it	  is	  not	  without	  its	  own	  pain,	  desire,	  and	  frustration,	  only	  understandable	  on	  an	  aesthetic,	  affective	  register.	  Ultimately,	  the	  child	  will	  be	  incorporated	  into	  the	  pedagogical	  machine	  and,	  because	  human,	  will	  be	  schooled	  to	  internalize	  and	  quiet	  his	  suffering.	  As	  the	  child	  becomes	  furniture	  within	  a	  classed	  and	  hierarchical	  charity	  structure,	  his	  innocence	  and	  sensing	  potential	  may	  be	  mourned.	  Presumably,	  this	  gives	  us	  our	  humanity.	  
Noiseless,	  Human	  As	  Foucault	  explains,	  in	  the	  shift	  from	  “the	  spectacle	  of	  the	  scaffold,”	  punishment	  becomes	  hidden	  and	  abstract,	  the	  suffering	  body	  no	  longer	  its	  object	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(Discipline	  9–11).	  The	  first	  patent	  of	  a	  school	  desk	  in	  1889	  advertises	  the	  effect	  of	  neutralizing	  the	  affective	  expression	  of	  a	  “restless	  or	  nervous	  scholar”	  –	  adding	  a	  rubber	  covering	  to	  wooden	  surfaces,	  “the	  desk	  is	  rendered	  practically	  noiseless”	  (Breadin).	  
	  Figure	  2.1.	  The	  first	  school	  desk	  patented	  in	  the	  United	  States	  by	  Anna	  Breadin.	  	   Foucault	  shows	  that	  the	  degree	  and	  kind	  of	  suffering	  the	  populace	  will	  allow	  undergoes	  a	  shift	  in	  the	  mid-­‐nineteenth	  century,	  coincidental	  with	  the	  “affectionate	  discipline”	  of	  childrearing	  and	  the	  more	  “‘humane’”	  punishment	  for	  crimes	  (Mailloux	  142;	  see	  also	  Martin;	  Foucault,	  Discipline).	  Torture	  is	  out,	  and	  human	  dignity	  must	  be	  maintained.	  In	  this	  way,	  modern	  disciplinary	  structures	  act	  on	  and	  actually	  produce	  the	  human	  subject	  within	  new	  economies	  of	  power	  “distributed	  in	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homogeneous	  circuits	  capable	  of	  operating	  everywhere,	  in	  a	  continuous	  way,	  down	  to	  the	  finest	  grain	  of	  the	  social	  body”	  (Discipline	  80).	  So,	  the	  “rearrangement	  of	  the	  power”	  to	  educate,	  “more	  regular,	  more	  effective,	  more	  constant	  and	  more	  detailed	  in	  its	  effects,”	  quiets	  suffering	  and	  hides	  power.	  Or,	  in	  Marxian	  terms,	  the	  labor	  of	  sitting	  mystifies	  itself	  through	  the	  very	  act	  of	  sitting:	  an	  individual	  school	  desk	  that	  fits	  one’s	  body	  is	  designed	  to	  express	  less	  than	  the	  outmoded,	  backless	  benches.	  
Figure	  2.2.	  These	  lines	  and	  image	  are	  from	  a	  spelling	  book	  used	  in	  Sweden	  in	  1923	  included	  in	  A.	  C.	  Mandal’s	  The	  Seated	  Man:	  Homo	  Sedens.	  In	  the	  new	  technologies	  of	  power,	  students	  may	  remain	  in	  their	  noiseless	  desks,	  internalizing	  norms	  of	  behavior,	  a	  kind	  of	  self-­‐surveillance	  (Foucault,	  
Discipline).	  By	  1846,	  an	  extreme	  case	  of	  “disgusting	  and	  revolting	  spectacle!”	  is	  no	  longer	  a	  woman	  lashed	  in	  a	  cage,	  but	  a	  hog-­‐yard	  adjacent	  to	  the	  schoolyard	  in	  which	  “calves	  from	  an	  extensive	  dairy	  establishment	  have	  been	  thrown	  from	  time	  to	  time,”	  “to	  be	  rent	  and	  devoured	  before	  the	  eyes	  of	  teacher	  and	  pupils”	  (Barnard,	  School	  34).	  Barnard	  notes	  that	  this	  1846	  example	  is	  extreme,	  but	  “strong	  evidence”	  that	  schoolhouses	  are	  still	  “exposed	  to	  be	  violated,”	  rather	  than	  protected	  (School	  35).	  We	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are	  meant	  to	  experience	  outrage,	  but	  we	  are	  not	  to	  return	  children	  home	  from	  such	  school	  environments.	  Rather,	  reform	  rhetoric	  continues	  to	  extend	  the	  domestic	  space	  of	  the	  home	  to	  include	  the	  school,	  continues	  to	  promote	  the	  soft	  fencing-­‐off	  of	  school	  spaces,	  to	  more	  effectively	  influence	  student	  behavior	  and	  ensure	  a	  productive	  citizenry.	  
Attendance	  and	  Attention	  With	  compulsory	  schooling	  through	  affectionate	  discipline,	  attendance	  becomes	  the	  cultivation	  of	  directed	  attention:	  “Those	  involved	  in	  education	  were	  more	  interested	  in	  the	  high	  moral	  influence	  of	  school	  than	  in	  the	  intellectual	  product	  of	  education”:	  duty,	  loyalty,	  and	  acceptance	  of	  existing	  class	  structures;	  the	  containment	  of	  conflict,	  contention,	  and	  possible	  social	  disruption	  (Bowles	  and	  Gintis	  168,	  166).	  The	  domestication	  of	  schoolhouses	  worked	  not	  only	  on	  individual	  discipline,	  but	  on	  populations	  public	  sentiment.	  John	  Orville	  Taylor	  early	  explained	  the	  process	  of	  bypassing	  mentality	  to	  influence	  public	  sentiment	  through	  the	  development	  of	  popular	  schooling	  in	  his	  1837	  Common	  School	  Assistant:	  There	  were	  laws,	  wholesome	  and	  strong,	  against	  vice,	  before	  the	  public	  voice	  was	  heard.	  But	  what	  influence	  had	  these	  laws?	  How	  inefficient	  will	  be	  the	  best	  laws	  when	  public	  opinion	  is	  wrong!	  Laws	  seldom	  change	  opinions,	  but	  opinions	  change	  laws…Light,	  then,	  must	  be	  poured	  upon	  the	  public	  mind…Every	  thing	  must	  be	  done,	  that	  will	  induce	  the	  people	  to	  co-­‐operate	  with	  the	  school	  system.	  (“Education—Temperance”	  44)	  	  The	  soft	  fencing	  off	  of	  school	  spaces	  to	  influence	  public	  sentiment	  was	  seen	  as	  especially	  necessary	  in	  cities	  and	  manufacturing	  villages,	  the	  “‘infected	  districts’”	  (Barnard).	  Barnard	  writes:	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Any	  scheme	  of	  school	  organization	  will	  be	  imperfect	  which	  does	  not	  include	  special	  arrangements	  for	  the	  systematic	  training	  and	  instruction	  of	  very	  young	  children,	  especially	  in	  all	  cities,	  manufacturing	  villages,	  and	  large	  neighborhoods.	  Among	  the	  population	  of	  such	  places,	  many	  parents	  are	  sure	  to	  be	  found,	  who,	  for	  want	  of	  intelligence	  or	  leisure,	  of	  constancy	  and	  patience,	  are	  unfitted	  to	  watch	  the	  first	  blossoming	  of	  the	  souls	  of	  their	  children,	  and	  to	  train	  them	  to	  good	  physical	  habits,	  virtuous	  impulses,	  and	  quick	  and	  accurate	  observations;	  to	  cleanliness,	  obedience,	  openness,	  mutual	  kindliness,	  piety,	  and	  all	  the	  virtues	  which	  wise	  and	  far-­‐seeing	  parents	  desire	  for	  their	  offspring.	  (School	  Architecture	  51)	  	  The	  domestication	  of	  school	  space	  rationalized	  the	  transfer	  of	  the	  child’s	  body	  from	  the	  home	  to	  the	  school,	  not	  just	  a	  shift	  in	  location,	  but	  in	  an	  economy	  of	  subjection:	  “‘the	  child’”	  was	  “‘coming	  to	  belong	  more	  and	  more	  to	  the	  state,	  and	  less	  and	  less	  to	  the	  parent’”	  (Hutt	  6).	  By	  1918,	  every	  state	  in	  the	  nation	  had	  a	  compulsory	  schooling	  law,	  which	  the	  courts	  gradually	  interpreted	  as	  attendance	  in	  a	  designated	  school	  building	  (Hutt).	  So,	  as	  reform	  rhetoric	  extended	  the	  domestic	  sphere	  to	  include	  school	  space,	  it	  also	  transferred	  parental	  responsibility	  for	  a	  child’s	  education	  from	  parents	  to	  the	  state.	  In	  Capital,	  Marx	  discusses	  the	  “excess”	  or	  “surplus-­‐value”	  that	  “preserves	  the	  existing	  value”	  of	  the	  means	  of	  production	  (Marx	  317,	  315).	  A	  student’s	  affective,	  physical	  practice	  of	  using	  a	  desk	  becomes	  invested	  in	  the	  desk-­‐commodity	  and	  hidden	  by	  the	  very	  labor	  of	  sitting.5	  Students’	  consumption	  of	  the	  use-­‐value	  of	  school	  furniture	  produces	  the	  “new	  use-­‐value”	  of	  the	  written	  text,	  through	  which	  the	  value	  of	  his	  or	  her	  attendance	  becomes	  part	  of	  the	  commodified	  learning	  outcome	  and	  the	  classroom	  itself	  (Marx	  315–16).	  Tracing	  formations	  of	  “humanity”	  back	  through	  the	  use	  of	  school	  desks	  shows	  the	  emergence	  of	  a	  composed	  reality	  that	  also	  limits	  alternative	  possibilities.	  Through	  renewed	  attention,	  we	  may	  now	  return	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to	  the	  modern	  fascination	  with	  objects,	  uncoupled	  from	  its	  humanist	  agenda,	  and	  observe	  possibilities	  for	  disinheritance.	  As	  Samuel	  Bowles	  and	  Herbert	  Gintis	  write	  in	  Schooling	  in	  Capitalist	  America:	  
Educational	  Reform	  and	  the	  Contradictions	  of	  Economic	  Life,	  “The	  reasons	  why	  most	  larger	  employers	  supported	  public	  education	  apparently	  related	  to	  the	  noncognitive	  effects	  of	  schooling	  –	  in	  more	  modern	  terms,	  to	  the	  hidden	  curriculum”	  (169).	  For	  nineteenth-­‐century	  students,	  the	  habit	  of	  sitting	  in	  a	  desk	  would	  contain	  the	  body	  in	  an	  “economy	  of	  habit”	  by	  which	  the	  “‘details	  of	  our	  daily	  life’”	  would	  be	  handed	  “‘over	  to	  the	  effortless	  custody	  of	  automism,’”	  so	  that	  the	  “‘higher	  powers	  of	  mind	  will	  be	  set	  free	  for	  their	  own	  proper	  work’”	  (William	  James	  in	  Francoz	  17–18).	  Interpellation	  is	  always	  subtractive	  (Williams).	  School	  desks	  were	  designed	  to	  quiet	  the	  daily	  work	  of	  sitting	  –	  to	  make	  possible	  a	  labor	  of	  higher	  learning,	  by	  which	  students	  would	  develop	  human	  character.	  The	  teacher	  would	  influence	  children	  as	  an	  object	  in	  this	  flow,	  or	  perhaps	  a	  gardener,	  providing	  “suitable	  mental	  and	  moral	  food,	  and	  social	  warmth	  and	  sunshine”	  (Martin	  642).	  To	  promote	  the	  easy	  flow	  of	  influence	  between	  objects	  and	  character	  in	  the	  classroom,	  reformers	  endeavored	  to	  quiet	  the	  noise	  of	  suffering,	  beginning	  with	  school	  space	  and	  the	  child’s	  body.	  This	  more	  subtle	  image	  of	  influence	  in	  education	  replaced	  earlier	  punitive	  models,	  “those	  familiar	  metaphors	  which	  did	  duty	  at	  school	  functions	  for	  so	  many	  generations,—the	  teacher	  as	  an	  artist,	  the	  child	  a	  block	  of	  marble	  to	  be	  hammered	  into	  a	  form	  of	  beauty.”	  Rather	  than	  the	  teacher-­‐subject	  acting	  on	  student-­‐object,	  to	  retain	  sovereign	  power	  within	  disciplinary	  spaces,	  students	  and	  teachers	  act	  on	  themselves	  to	  renew	  disciplinary	  power	  within	  a	  larger	  social	  body.	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Nineteenth-­‐century	  educational	  reforms	  imagined	  the	  cumulative	  influence	  of	  space	  on	  individual	  citizens,	  who	  would	  together	  compose	  an	  organic	  social	  whole.	  To	  be	  effective	  pedagogically,	  object-­‐orientations	  would	  need	  to	  become	  ever	  more	  subtle,	  coercive,	  and	  regular.	  In	  furnishing	  popular	  schooling	  with	  school	  desks	  nineteenth-­‐century	  educational	  reforms	  initiated	  the	  disciplinary	  practice	  of	  compulsory	  attendance,	  an	  object-­‐orientation	  toward	  the	  school	  desk,	  and	  the	  regulatory	  practices	  of	  sedentary	  learning.	  By	  the	  turn	  of	  the	  century,	  educational	  hygiene	  documents	  focused	  less	  on	  the	  suffering	  of	  individual	  students	  and	  more	  on	  the	  way	  the	  overall	  effect	  of	  the	  school	  desk	  on	  populations.	  This	  shift	  illustrates	  Foucault’s	  theorization	  of	  the	  overlay	  between	  disciplinary	  and	  regulatory	  structures	  in	  society.	  
Overstudy	  
Figure	  2.3	  E.	  H.	  Bradford,	  M.D.	  and	  J.	  S.	  Stone,	  M.D.	  “Faulty	  attitude—too	  small	  chair	  and	  desk,”	  Transactions	  of	  the	  American	  Orthopedic	  Association,	  1899.	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Beginning	  in	  the	  late	  nineteenth	  century,	  the	  school	  desk	  became	  known	  as	  “‘the	  bugbear	  of	  school	  hygiene,’”	  “‘causing	  round	  shoulders,	  spinal	  curvature,	  and	  short-­‐sighted	  eyes,”	  all	  of	  which	  were	  believed	  to	  inhibit	  student	  expression	  and	  development	  (Bennett,	  H.E.,	  “Some	  Requirements,”	  204).	  Slouching	  students	  could	  not	  breathe	  properly	  because	  of	  the	  compression	  and	  displacement	  of	  their	  internal	  organs;	  in	  stationary	  desks	  students	  could	  not	  even	  see	  their	  work	  because	  of	  varying	  amounts	  of	  natural	  light	  in	  early	  classrooms	  (Bennett).	  Interestingly,	  in	  hygiene	  documents,	  these	  effects	  were	  reported	  as	  most	  pronounced	  during	  writing	  activities	  (Bennett).	  So,	  of	  all	  that	  happened	  in	  school,	  habitual	  attempts	  at	  written	  expression	  would	  most	  limit	  thought,	  creativity,	  health,	  and	  happiness	  –	  regardless	  of	  textbook	  or	  teacher	  –	  because	  writing	  happened	  while	  hunched	  in	  a	  school	  desk.	  By	  the	  turn	  of	  the	  century,	  critics	  began	  to	  focus	  less	  on	  individual	  sufferers	  and	  more	  on	  populations	  of	  schoolchildren	  overworked	  by	  sedentary	  learning.	  On	  November	  11,	  1882,	  there	  appeared	  in	  Frank	  Leslie’s	  nationally	  circulated	  
Illustrated	  Newspaper	  a	  full-­‐page	  illustration	  of	  Death,	  with	  a	  scythe	  in	  one	  hand	  and	  a	  small	  coffin	  in	  the	  other,	  standing	  over	  a	  schoolgirl	  who	  had	  collapsed	  lifeless	  on	  her	  desk,	  surrounded	  by	  open	  schoolbooks.	  The	  caption	  underneath	  read:	  “Wearied	  to	  Death—The	  Pitiful	  Fate	  of	  Our	  Overworked	  Schoolchildren.”	  (Meckel	  31)	  	  Educational	  hygiene	  documents	  of	  the	  late	  nineteenth	  and	  early	  twentieth	  centuries	  expressed	  concern	  that	  schools	  were	  manufacturing	  a	  degenerate	  population	  of	  “nervous	  invalids”	  (Meckel	  31).	  Though	  poor	  lighting	  and	  ventilation	  as	  well	  as	  overcrowding	  remained	  problems,	  especially	  in	  urban	  schools,	  contemporary	  developmental	  theory	  proposed	  that	  the	  overstimulation	  of	  a	  child’s	  brain,	  “‘abnormally	  active	  cerebration,’”	  with	  concomitant	  muscular	  weaknesses,	  led	  to	  “pathological	  fatigue	  and	  permanent	  damage”:	  “indigestion,	  heart	  palpitations,	  and	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weak	  digestion…epilepsy,	  hysteria,	  neurasthenia,	  cephalalgia	  (chronic	  and	  severe	  headaches),	  insanity,	  and	  torticollis	  or	  wryneck	  (a	  spasmodic	  contraction	  of	  neck	  muscles	  causing	  the	  head	  to	  tilt	  to	  the	  side,	  front,	  or	  back)”	  (32).	  Earlier	  reforms,	  which	  oriented	  toward	  the	  human	  as	  progress	  and	  mystified	  the	  capitalist	  agenda	  of	  producing	  an	  industrial	  labor	  force,	  now	  translated	  to	  modern	  anxieties	  about	  compulsory	  schooling	  that	  biologized	  populations:	  due	  to	  the	  progress	  of	  modern	  urban	  life,	  the	  “‘whole	  nation	  is	  suffering	  nervous	  degeneration,’…becoming	  overcivilized	  and	  underdeveloped”	  (33).	  The	  student	  body,	  then	  seen	  as	  an	  organ	  with	  limited	  energy	  reserves,	  a	  “federation	  of	  tissues,”	  had	  become	  unbalanced:	  “the	  overdevelopment	  of	  one	  organ	  or	  muscle	  system	  meant	  the	  underdevelopment	  and	  stunting	  of	  another”	  (Meckel	  31).	  The	  individual	  body	  was	  seen	  as	  a	  microcosm	  of	  the	  larger	  social	  body,	  with	  diseased	  school	  children	  threatening	  the	  health	  of	  the	  national	  population.	  With	  the	  large-­‐scale	  renovation	  of	  schoolhouses	  in	  the	  nineteenth	  century,	  which	  institutionalized	  the	  use	  of	  the	  school	  desk	  and	  sedentary	  learning,	  medical	  doctors	  and	  educational	  reformers	  began	  to	  observe	  and	  analyze	  “school	  diseases”	  caused	  by	  too	  much	  sitting,	  poor	  lighting,	  and	  improper	  ventilation	  in	  schoolrooms.	  In	  the	  American	  social	  imaginary	  at	  the	  turn	  of	  the	  twentieth	  century,	  individual	  student	  bodies	  joined	  to	  compose	  a	  collective	  social	  body,	  each	  seen	  as	  a	  single	  organ	  of	  federated	  tissues	  in	  need	  of	  balance.	  At	  this	  point,	  whether	  to	  keep	  schools	  open	  or	  closed	  to	  contain	  infection	  overwhelmed	  inquiry	  into	  the	  everyday	  use	  of	  school	  desks.	  With	  the	  outbreak	  of	  contagious	  diseases	  and	  the	  increasing	  prominence	  of	  germ	  theory,	  whether	  to	  gather	  and	  how	  to	  manage	  populations	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replaced	  critiques	  of	  school	  spaces	  and	  the	  effect	  on	  individual	  students.	  The	  goal	  of	  balancing	  the	  development	  of	  learning	  bodies	  became	  obfuscated	  by	  the	  perceived	  threat	  of	  laboring	  bodies	  believed	  to	  be	  health	  hazards	  endangering	  whole	  cities	  (39).	  The	  health	  of	  the	  social	  body	  became	  more	  important	  than	  the	  health	  of	  individual	  student	  bodies,	  the	  labor	  of	  sitting	  hidden	  in	  the	  established	  furniture	  of	  the	  classroom.	  
Conclusion	  Object-­‐orientations	  are	  a	  form	  of	  material	  rhetoric	  that	  requires	  affective	  and	  physical	  labor,	  and	  they	  hide	  this	  labor	  in	  the	  commodity	  itself.	  Thus,	  it	  does	  not	  appear	  that	  sedentary	  learning	  is	  necessary	  to	  the	  production	  of	  the	  school	  desk,	  which	  is,	  in	  turn,	  necessary	  for	  the	  production	  of	  compulsory	  schooling.	  For	  this	  reason,	  at	  the	  end	  of	  the	  nineteenth	  century,	  the	  ostensibly	  inductive	  object	  lesson	  could	  be	  used	  coercively	  to	  pull	  attention	  away	  from	  everyday	  object-­‐orientations	  and	  sensory	  experience,	  to	  cultivate	  desirable	  habits	  under	  “an	  enduring	  veneer	  of	  egalitarian	  and	  humanistic	  ideology”:	  “the	  habit	  of	  attention,	  self	  reliance,	  habits	  of	  order	  and	  neatness,	  politeness	  and	  courtesy	  .	  .	  .	  habits	  of	  punctuality”	  (Springfield	  School	  Committee,	  quoted	  in	  Bowles	  and	  Gintis	  169).	  The	  school-­‐desk	  orientation	  initiated	  by	  nineteenth	  century	  reform	  rhetoric,	  we	  inherit	  bodily	  and	  symbolically.	  However,	  this	  is	  not	  a	  passive	  inheritance	  –	  it	  requires	  ritual	  enactment,	  or	  use,	  over	  time.	  In	  this	  way,	  the	  labor	  of	  sedentary	  learning	  renews	  the	  value	  of	  the	  school	  desk	  as	  a	  means	  of	  production	  for	  the	  educational	  outcomes	  of	  a	  given	  cultural	  moment.	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Sandra	  Lee	  Bartky	  writes	  about	  the	  enduring	  function	  and	  symbolism	  of	  the	  school	  desk	  in	  American	  education:	  The	  student,	  then,	  is	  enclosed	  within	  a	  classroom	  and	  assigned	  to	  a	  desk	  he	  cannot	  leave;	  his	  ranking	  in	  the	  class	  can	  be	  read	  off	  the	  position	  of	  his	  desk	  in	  the	  serially	  ordered	  and	  segmented	  space	  of	  the	  classroom	  itself…The	  student	  must	  sit	  upright,	  feet	  upon	  the	  floor,	  head	  erect;	  he	  many	  not	  slouch	  or	  fidget;	  his	  animate	  body	  is	  brought	  into	  a	  fixed	  correlation	  with	  the	  inanimate	  desk.	  (130)	  	  The	  relationship	  between	  student	  bodies	  and	  their	  desks	  seems	  fixed	  and	  measurable	  within	  disciplinary	  structures,	  endlessly	  repeatable.	  At	  the	  level	  of	  populations,	  the	  relationship	  between	  school	  desks	  and	  student	  bodies	  enables	  standardized	  curricula	  and	  grouping.	  In	  the	  following	  chapter,	  I	  will	  further	  analyze	  the	  implications	  of	  standardization	  and	  grouping	  enabled	  by	  the	  school	  desk	  as	  a	  technology.	  	  	  	  
Notes	  1	  In	  the	  previous	  chapter,	  I	  have	  discussed	  Blair’s	  concept	  of	  material	  rhetoric	  and	  Ahmed’s	  phenomenology.	  In	  the	  current	  chapter,	  I	  will	  detail	  Jessica	  Enoch’s	  work	  on	  the	  revision	  of	  school	  houses,	  the	  domestication	  of	  school	  space.	  	  2	  It	  would	  take	  more	  than	  an	  entire	  century	  for	  black	  schoolhouses,	  a	  history	  I	  will	  address	  in	  Chapter	  3.	  	  3	  See	  Woods	  on	  the	  deterioration	  of	  the	  object	  lesson.	  	  4	  Thank	  you	  to	  Nikhil	  Bilwakesh	  for	  this	  reference	  to	  Whitman’s	  early	  work.	  	  5	  Sara	  Ahmed	  writes:	  “We	  could	  say	  that	  history	  ‘happens’	  in	  the	  very	  repetition	  of	  gestures,	  which	  is	  what	  gives	  bodies	  their	  tendencies.	  We	  might	  note	  here	  that	  the	  labor	  of	  such	  repetition	  disappears	  through	  labor”	  (56).	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CHAPTER	  3	  
	  
FORM	  AND	  REFORM	  Only	  when	  the	  human	  brain	  confronts	  what	  is	  not	  itself	  can	  it	  be	  pushed	  to	  the	  maximum;	  only	  in	  confronting	  the	  unthought,	  the	  accidental,	  and	  the	  
unthinking	  do	  we	  begin	  to	  think.	  Only	  when	  the	  human	  encounters	  the	  inhuman	  will	  we	  know	  what	  the	  human	  body	  can	  do,	  and	  only	  when	  life	  opens	  itself	  up	  to	  violence,	  destruction,	  death	  and	  zero	  intensity	  will	  we	  be	  able	  to	  discern	  just	  what	  counts	  as	  ‘a’	  single	  life	  –	  its	  precarious	  distance	  and	  emergence	  from	  all	  its	  potentials	  not	  to	  be.	   —Claire	  Colebrook,	  Deleuze	  4	  	  
Introduction	  In	  examining	  the	  documentation	  of	  the	  school	  desk	  since	  the	  early	  nineteenth	  century,	  I	  have	  found	  that	  school	  furniture	  and	  the	  everyday	  practices	  of	  students	  become	  rhetorically	  conscious	  during	  moments	  of	  reform.	  As	  the	  form	  of	  education	  becomes	  attendance,	  and	  the	  space	  of	  education	  becomes	  classrooms	  furnished	  with	  individual	  school	  desks,	  children	  becomes	  subjects	  by	  sitting	  in	  desks,	  and	  sedentary	  learning	  equals	  progress.	  At	  the	  same	  time,	  since	  the	  mid-­‐nineteenth	  century,	  progressive	  educators	  also	  promoted	  more	  active	  learning,	  evolving	  the	  progressive	  movement	  of	  the	  early	  twentieth	  century:	  “Children	  were	  first	  to	  develop	  sensation,	  then	  perception,	  notion,	  and	  finally	  volition,	  learning	  how	  to	  act	  morally	  based	  on	  an	  individual	  view	  of	  the	  world”	  (Carter	  8).	  However,	  as	  reforms	  become	  institutionalized	  and	  accepted,	  object-­‐orientations	  disappear.	  Then,	  the	  school	  desk	  becomes	  a	  technology,	  a	  set	  of	  habits	  –	  still	  active	  and	  affective,	  still	  reliant	  on	  everyday	  labor	  for	  its	  maintenance	  as	  a	  means	  of	  production	  –	  but	  mystified	  by	  that	  very	  labor.	  This	  cycle	  of	  form	  and	  reform,	  or	  the	  synthesis	  of	  dialectic,	  may	  be	  seen	  through	  a	  focus	  on	  the	  history	  of	  the	  school	  desk.	  Though	  reform	  rhetoric	  often	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highlights	  the	  furniture	  of	  schooling,	  the	  embodied	  experience	  of	  the	  classroom,	  the	  institutionalized	  school	  desk	  eventually	  hides	  the	  everyday	  material	  and	  social	  practices	  of	  schooling.	  This	  chapter	  runs	  parallel	  to	  and	  extends	  the	  theoretical	  analysis	  of	  the	  two	  previous	  chapters.	  Jessica	  Enoch’s	  work	  on	  the	  revision	  of	  school	  spaces	  gives	  us	  the	  concept	  of	  reciprocity	  between	  material	  space	  and	  symbolic	  meaning.	  Carole	  Blair’s	  theory	  of	  material	  rhetoric	  and	  Kristie	  Fleckenstein’s	  imageword	  join	  the	  material	  and	  the	  symbolic	  in	  a	  reciprocal	  feedback	  loop	  that	  creates	  what	  George	  Lakoff	  and	  Mark	  Johnson	  call	  embodied	  metaphor.	  Recent	  work	  on	  metaphor	  in	  the	  sciences	  suggests,	  we	  enact	  and	  ritually	  pattern	  the	  embodied	  sources	  of	  our	  metaphors	  in	  the	  motor	  centers	  of	  our	  brains	  (Lakoff	  and	  Johnson,	  Geary,	  Francoz).	  The	  school	  desk	  as	  an	  embodied	  cultural	  metaphor	  both	  derives	  from	  and	  return	  us	  to	  the	  material	  spaces	  of	  classrooms	  themselves,	  as	  well	  as	  to	  more	  intentioned	  physical	  and	  metaphorical	  interventions	  in	  our	  processes	  of	  meaning	  making.	  This	  process	  of	  embodied	  meaning	  making	  develops	  through	  habit,	  which	  I	  have	  begun	  to	  discuss	  in	  reference	  to	  the	  history	  of	  object-­‐orientations	  in	  educational	  environments.	  In	  joining	  the	  above	  theories	  of	  material	  rhetoric	  to	  Foucault’s	  disciplinarity,	  I’ve	  shown	  how	  object-­‐orientations	  that	  quiet	  suffering	  help	  to	  constitute	  the	  human	  as	  limit.	   In	  this	  chapter	  I	  argue	  that	  through	  our	  habits	  of	  constituting	  the	  human,	  the	  human	  as	  habit,	  object-­‐orientations	  become	  unthought	  and	  function	  through	  regulatory	  biopower	  at	  the	  level	  of	  populations.	  From	  an	  angle	  on	  the	  non-­‐human,	  furniture	  rather	  than	  the	  human	  subject,	  the	  “human,	  in	  its	  everyday	  form,”	  may	  be	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seen	  itself	  as	  a	  “technology	  –	  a	  set	  of	  regular,	  repeatable	  and	  relatively	  unthinking	  habits”	  (Colebrook,	  Deleuze).	  Focusing	  on	  the	  school	  desk	  as	  an	  embodied	  metaphor	  within	  a	  reform	  tradition	  that	  moves	  between	  individualized	  experiential	  learning	  and	  institutionalized	  standardization,	  I	  attempt	  to	  slow	  the	  formation	  of	  habits,	  habits	  of	  mind	  and	  habits	  of	  social	  and	  material	  practice.	  Recognizing	  the	  unthinking	  instrumentality	  of	  bodily	  orientations	  within	  writing	  ecologies	  may	  help	  us	  disinherit	  their	  effects	  and	  access	  the	  formative	  potential	  in	  our	  becoming	  human	  within	  educational	  contexts.	  
Pedagogies	  of	  Induction	  
Dewey’s	  Desk	  In	  his	  1899	  The	  School	  and	  Society,	  John	  Dewey	  narrates	  his	  experience	  wandering	  through	  educational	  supply	  stores	  in	  New	  York	  City,	  looking	  for	  school	  desks	  “suitable	  from	  all	  points	  of	  view—artistic,	  hygienic,	  and	  educational—to	  the	  needs	  of	  the	  children.”	  Unsuccessful	  in	  his	  search,	  Dewey	  determines	  that	  the	  traditional	  physical	  classroom	  “is	  all	  made	  ‘for	  listening,’”	  an	  “attitude”	  of	  “passivity,	  absorption;	  that	  there	  are	  certain	  ready-­‐made	  materials	  which	  are	  there,	  which	  have	  been	  prepared	  by	  the	  school	  superintendent,	  the	  board,	  the	  teacher,	  and	  of	  which	  the	  child	  is	  to	  take	  in	  as	  much	  as	  possible	  in	  the	  least	  possible	  time”	  (31–32).	  Dewey’s	  rhetorical	  technique	  juxtaposes	  the	  metaphors	  of	  wandering	  and	  sitting	  and	  calls	  up	  the	  object-­‐orientations	  of	  a	  generation	  educated	  through	  the	  sedentary	  practices	  of	  compulsory	  schooling.	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Dewey’s	  understanding	  of	  object-­‐orientation	  may	  not	  be	  reduced	  to	  the	  
influence	  attributed	  to	  objects	  and	  spaces,	  nor	  to	  the	  literalization	  of	  physical	  metaphors	  used	  by	  his	  educational	  forbears.1	  Dewey	  explains	  that	  the	  possibilities	  for	  activity	  in	  a	  classroom	  may	  be	  inferred	  from	  the	  school	  desk,	  “as	  the	  biologist	  can	  take	  a	  bone	  or	  two	  and	  reconstruct	  the	  whole	  animal”	  (32).	  By	  the	  end	  of	  the	  nineteenth	  century,	  comparing	  the	  synecdoches	  bone-­‐to-­‐animal	  and	  desk-­‐to-­‐classroom	  incorporates	  a	  new	  scientific	  emphasis	  on	  organisms	  and	  their	  response	  to	  environment,	  as	  well	  as	  the	  vitality	  of	  thought	  (Woods).	  In	  the	  act	  of	  wandering,	  then,	  a	  learner	  may	  encounter	  environmental	  stimuli,	  determining	  which	  belongs	  to	  the	  actualization	  of	  his	  or	  her	  own	  life	  force.	  If	  all	  the	  objects	  surrounding	  a	  person	  are	  ready-­‐made,	  this	  wandering	  inquiry	  is	  interrupted,	  which	  stilts	  the	  development	  of	  the	  organism,	  as	  well	  as	  the	  development	  of	  vital,	  reflective	  thought.	  In	  the	  less-­‐than-­‐half	  a	  century	  between	  Barnard’s	  publication	  of	  School	  
Architecture	  and	  Dewey’s	  inability	  to	  find	  a	  suitable	  school	  desk,	  the	  desk	  is	  no	  longer	  an	  image	  of	  progress	  but	  becomes	  a	  symbol	  of	  passive,	  sedentary,	  efficient	  and	  standardized	  education.	  Structured	  as	  a	  series	  of	  enclosures,	  compulsory	  schooling	  enacted	  the	  domestication	  of	  school	  space,	  the	  fencing-­‐off	  of	  school	  land	  from	  the	  public	  highways,	  the	  gendering	  and	  hiding	  of	  student	  bodies	  through	  the	  use	  of	  separate	  outhouses	  and	  entrances	  for	  boys	  and	  girls,	  the	  ordering	  of	  classrooms,	  and	  the	  provision	  of	  individual	  school	  desks.	  A	  primary	  instrument	  of	  “confinement,”	  the	  school	  desk,	  directed	  attention	  toward	  the	  female	  teacher,	  around	  and	  within	  domesticated	  school	  space.	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Dewey	  complicates	  the	  earlier,	  more	  mechanistic	  view	  of	  learning,	  and	  recognizes	  that	  the	  “ordinary	  schoolroom,	  with	  its	  rows	  of	  ugly	  desks	  placed	  in	  geometrical	  order,	  crowded	  together	  so	  that	  there	  shall	  be	  as	  little	  moving	  room	  as	  possible,	  desks	  almost	  all	  of	  the	  same	  size,	  with	  just	  space	  enough	  to	  hold	  books,	  pencils	  and	  paper”	  inhibits	  active	  inquiry,	  movement,	  and	  creativity.	  Rather	  than	  developing	  sedentary	  habits	  that	  would	  propel	  capitalism,	  Dewey	  understood	  habit	  as	  an	  interactive	  practice	  and	  standardization	  as	  obstacle	  to	  creativity.	  As	  Marion	  Joan	  Francoz	  explains,	  Dewey	  presents	  habit	  as	  more	  of	  a	  “chemical	  reagent”	  that	  adapting	  prior	  knowledge	  to	  accommodate	  new	  experience,	  creating	  an	  “‘experiential	  dialectic	  between	  the	  lived	  body	  and	  the	  world,’”	  (Francoz	  18).	  Habit	  as	  reagent	  suggests	  the	  possibility	  of	  repatterning	  ritualized	  interpellations	  through	  intentioned	  interventions,	  the	  conscious	  repetition	  of	  alternative	  practices.	  Dewey’s	  attention	  to	  the	  physical	  space	  of	  the	  classroom,	  and	  the	  school	  desk	  in	  particular,	  demonstrate	  the	  movement	  between	  physical	  enactment	  and	  meaning	  that	  is	  embodied	  metaphor.	  And	  his	  early	  version	  of	  Cooper’s	  rhetorical	  responsivity	  returns	  us	  to	  the	  interplay	  between	  elements	  within	  the	  surround	  that	  affect	  one	  another,	  promoting	  various	  opportunities	  for	  action.	  Awareness	  of	  affectivity	  is	  awareness	  movement,	  wandering,	  which	  is	  limited	  and	  hidden	  by	  the	  action	  of	  the	  school	  desk	  on	  the	  student	  body	  and	  on	  our	  own	  inquiry.	  As	  the	  bodily	  metaphorical	  history	  of	  the	  school	  desk	  may	  be	  seen	  to	  enable	  standardization,	  ordering,	  and	  grouping,	  mystifying	  its	  effects,	  critiques	  of	  sedentary	  learning	  return	  us	  to	  Dewey’s	  pedagogies	  of	  induction.	  This	  cycle	  of	  form	  and	  reform,	  induction	  and	  standardization,	  also	  inheres	  in	  the	  history	  of	  composition	  pedagogy.	  As	  William	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Woods	  presents,	  within	  the	  “reform	  tradition”	  inductive	  pedagogies	  “give	  us	  back	  to	  ourselves.	  Our	  own	  problems	  in	  teaching	  writing	  have	  recurrently	  presented	  themselves	  in	  forms	  that	  nineteenth-­‐century	  teachers	  easily	  would	  have	  recognized”	  (304).	  In	  Chapter	  4,	  I	  will	  suggest	  inductive	  pedagogical	  practices	  to	  intervene	  in	  our	  own	  leanings	  toward	  mechanistic,	  sedentary	  learning.	  Here,	  I	  will	  discuss	  the	  reform	  cycle	  at	  the	  turn	  of	  the	  twentieth	  century,	  through	  which	  object	  pedagogies	  became	  systematized	  and	  used	  as	  tools	  for	  ideological	  indoctrination,	  rather	  than	  for	  sense	  training.	  
Reform	  in	  Early	  Composition	  Pedagogy	  In	  the	  nineteenth-­‐century,	  the	  hyper-­‐cerebration	  caused	  by	  sedentary	  learning	  would	  set	  off	  a	  wave	  of	  reform	  rhetoric	  organized	  around	  pedagogies	  of	  induction.	  At	  first,	  the	  experiential	  focus	  of	  school	  reforms	  and	  schoolhouse	  renovation	  carried	  over	  to	  the	  teaching	  of	  writing.	  Even	  early	  proponents	  of	  individual	  school	  desks	  and	  seated	  learning	  began	  with	  a	  focus	  on	  the	  body	  and	  sensory	  awareness.	  As	  Barnard	  and	  Mann	  advocated	  for	  the	  revision	  of	  schoolhouses,	  they	  also	  encouraged	  the	  teaching	  of	  writing	  through	  inductive	  methods	  and	  “‘self-­‐activity’”	  (Woods	  310):	  Students	  learned	  language	  patterns	  by	  constructing	  them,	  using	  their	  own	  words	  and	  ideas	  as	  material.	  As	  an	  adjunct	  to	  grammar	  study,	  this	  written,	  constructive	  work	  became	  common	  practice	  in	  the	  schools.	  And	  as	  the	  ‘sentences	  to	  be	  written’	  grew	  longer	  and	  more	  complex,	  becoming	  paragraphs	  of	  description,	  narration,	  and	  explanation	  (exposition),	  they	  tended	  to	  break	  away	  from	  the	  grammar	  lessons	  and	  become	  separate	  exercises.	  (Woods	  310)	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Composition	  emerged	  and	  distinguished	  itself	  from	  grammar	  instruction	  in	  the	  mid-­‐nineteenth	  century	  through	  pedagogies	  of	  induction.	  A	  primary	  method	  for	  encouraging	  inductive	  inquiry	  and	  concrete	  description	  would	  begin	  with	  objects	  (See	  Schultz).	  Richard	  Green	  Parker’s	  1861	  Aids	  to	  English	  Composition,	  written	  for	  secondary	  and	  college	  students,	  directs	  students	  to	  cultivate	  powers	  of	  observation,	  first	  describing	  everyday	  objects	  inside	  a	  house.	  Then,	  listing	  all	  the	  parts	  of	  these	  objects,	  the	  parts	  of	  other	  everyday	  objects,	  their	  uses	  and	  qualities,	  moving	  to	  objects	  and	  events,	  toward	  clauses	  and	  phrases,	  and	  then	  to	  ideas.	  The	  textbook	  guides	  students	  through	  higher	  order	  abstraction,	  qualities	  of	  language	  use,	  and	  finally	  figurative	  language	  and	  genre.	  Parker	  quotes	  John	  Locke	  to	  explain	  his	  method	  of	  beginning	  with	  everyday	  objects	  and	  observation:	  “He	  that	  begins	  with	  the	  calf,”	  says	  Mr.	  Locke,	  “may	  carry	  the	  ox,	  but	  he,	  that	  will	  go	  at	  first	  to	  take	  the	  ox,	  may	  so	  disable	  himself	  as	  not	  to	  be	  able	  to	  take	  the	  calf	  after	  that.”	  On	  the	  same	  principle,	  it	  is	  recommended	  that	  an	  attention	  to	  the	  subject	  of	  composition	  should	  be	  commenced	  early	  in	  life.	  Exercises	  of	  a	  simple	  character	  prepare	  the	  mind	  for	  higher	  exertion;	  and	  readiness	  and	  facility	  in	  the	  lower	  departments	  of	  writing	  enable	  the	  student	  to	  apply	  himself	  without	  reluctance	  to	  those	  mightier	  efforts	  by	  which	  the	  progress	  of	  intellectual	  culture	  is	  most	  rapidly	  advanced.	  (Parker	  n.p.)	  	  Early	  object-­‐oriented	  composition	  pedagogies	  did	  not	  just	  prompt	  students	  to	  imagine	  or	  remember	  everyday	  objects,	  essentially	  directing	  their	  attention	  to	  the	  teacher,	  the	  desktop,	  or	  the	  tablet.	  They	  encouraged	  students	  to	  experience	  these	  everyday	  objects	  and	  to	  develop	  and	  communicate	  their	  sensory	  awareness.	  Returning	  to	  these	  inductive	  methods	  in	  the	  early	  1900’s,	  reformers	  like	  Dewey	  sought	  to	  mitigate	  the	  anesthetizing,	  debilitating	  effects	  of	  overstudy	  by	  returning	  students	  to	  everyday	  experience	  and	  sensation.	  According	  to	  Parker’s	  pedagogy,	  
	  	  71 
cultivation	  of	  attention	  through	  sensory	  observation	  would	  lead	  to	  thought	  development	  and	  good	  writing.	  It	  is	  not	  difficult,	  however,	  to	  see	  the	  metaphorical	  movement	  between	  social	  body	  and	  individual	  organism,	  macrocosm	  and	  microcosm,	  within	  Parker’s	  understanding	  of	  learning.	  Beginning	  with	  objects	  and	  returning	  to	  objects	  would	  be	  linked	  to	  the	  health	  of	  the	  population.2	  Generalizing	  pedagogical	  practice,	  rather	  than	  returning	  to	  individual	  inquiry,	  however,	  is	  the	  mechanism	  by	  which	  even	  pedagogies	  of	  induction	  may	  become	  standardized	  and	  sedentary.	  
Sedentary	  Experience	  
Object	  Teaching	  to	  Rote	  Learning	  Johann	  Pestalozzi’s	  philosophy	  of	  human	  development	  may	  be	  considered	  foundational	  to	  the	  “reform	  tradition”	  that	  emerged	  in	  the	  early	  nineteenth	  century,	  to	  which	  was	  then	  re-­‐invoked	  at	  the	  turn	  of	  the	  century	  in	  response	  to	  injurious	  overstudy.	  These	  approaches	  emphasize	  sense	  experience	  and	  exploration	  over	  sedentary,	  rote	  learning,	  promoting	  internal	  motivation,	  as	  well	  as	  individual	  rights	  and	  democracy.	  Though	  inductive	  or	  “progressive”	  teaching	  methods	  based	  in	  individual	  student	  inquiry	  had	  been	  a	  current	  of	  thought	  and	  practice	  in	  American	  schools	  since	  at	  least	  the	  1830’s,	  they	  became	  most	  popular	  at	  the	  turn	  of	  the	  century	  (Woods;	  Connors).	  At	  this	  point,	  the	  reform	  tradition	  coincided	  with	  John	  Dewey’s	  promotion	  of	  individual	  inquiry	  and	  the	  transformative	  potential	  of	  habit.	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However,	  even	  inductive	  teaching	  methods	  in	  composition	  would	  slide	  into	  drill	  as	  they	  became	  systematized	  and	  teachers	  began	  to	  mistake	  the	  means,	  object-­‐teaching,	  for	  the	  ends,	  self-­‐expression.	  One	  critic	  writes	  in	  1896:	  Pestalozzi’s	  chief	  aim	  was	  to	  define	  and	  develop	  the	  senses	  so	  that	  they	  might	  be	  reliable	  agents	  of	  the	  brain.	  English	  and	  American	  teachers	  saw	  in	  his	  object	  teaching	  but	  a	  new	  method	  of	  acquiring	  knowledge	  more	  rapidly	  and	  definitely.	  And	  Object	  teaching	  deteriorated	  into	  formal	  information	  lessons	  concerning	  common	  objects.	  (Hughes,	  qtd.	  in	  Woods	  311)	  	  Rather	  than	  promoting	  individual	  awareness	  of	  and	  interaction	  with	  the	  surround	  through	  the	  use	  of	  objects,	  teachers	  began	  to	  use	  object	  pedagogies	  to	  influence	  indirectly,	  to	  promote	  specific	  habits	  of	  mind	  and	  behavior,	  much	  in	  the	  way	  educational	  reformers	  used	  the	  desk	  to	  promote	  compulsory	  schooling	  in	  the	  previous	  century.	  As	  Robert	  Connors	  has	  shown,	  composition	  pedagogy	  has	  been	  influenced	  by	  generalizing	  curricula,	  in	  part,	  because	  there	  has	  always	  been	  more	  of	  a	  need	  for	  teachers	  than	  there	  have	  been	  expert	  teachers.	  New	  teachers	  cling	  to	  handbooks	  and	  use	  them	  to	  order	  and	  standardize,	  rather	  than	  promote	  individual	  instruction	  (Connors	  189–90).	  Interestingly,	  as	  this	  history	  overlays	  the	  history	  of	  domestication	  that	  brought	  so	  many	  women	  to	  the	  profession	  of	  teaching	  in	  the	  United	  States,	  critiques	  of	  standardized	  object-­‐lessons	  took	  a	  misogynistic	  tone	  from	  abroad.	  In	  1902	  the	  British	  Board	  of	  Education	  denounces	  the	  sentimental	  and	  sedentary	  object-­‐orientation	  of	  American	  pedagogy:	  Much	  of	  what	  is	  called	  nature-­‐study	  in	  America	  is,	  it	  must	  be	  confessed,	  mere	  sentimentalism…Perhaps	  this	  may	  be	  attributed	  to	  the	  influence	  of	  the	  feminine	  element	  that	  plays	  such	  a	  large	  part	  in	  American	  educational	  matters…American	  critics	  have	  frequently	  pointed	  out	  that	  teachers	  in	  the	  United	  States	  will	  study	  under	  the	  guise	  of	  “nature	  study”	  anything	  and	  everything	  but	  simple	  nature,	  and	  that,	  eschewing	  any	  form	  of	  investigation,	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they	  have	  a	  fondness	  for	  memorizing	  classified	  facts.	  Such	  teachers	  go	  to	  books	  instead	  of	  nature.	  (Board	  of	  Education,	  Great	  Britain	  493)	  	  The	  British	  critique	  further	  explains	  that	  such	  “nature	  study”	  is	  better	  named	  “object	  lesson	  teaching”	  because	  it	  is	  bound	  by	  time,	  reading,	  memorization,	  and	  learning	  inside	  the	  classroom	  building,	  rather	  than	  outdoors.	  This	  “sentiment”	  attributable	  to	  the	  large	  number	  “especially”	  “of	  women	  teachers”	  (494).	  The	  reduction	  of	  sensory	  training	  to	  rote	  learning	  is	  exemplified	  in	  Barnard’s	  1860	  volume	  of	  his	  American	  Journal	  of	  Education,	  which	  offers	  a	  script	  for	  teachers	  working	  with	  leveled	  age	  groups,	  beginning	  with	  sensory	  observation	  of	  an	  object	  and	  becoming	  increasingly	  abstract.	  It	  should	  be	  noted	  that	  children	  are	  likely	  sitting	  during	  this	  lesson,	  and	  no	  attention	  is	  given	  to	  this	  detail	  in	  practice.	  For	  the	  most	  advanced	  children	  in	  an	  infant	  school,	  a	  “Lesson	  in	  Natural	  History”	  shows	  them	  a	  piece	  of	  silver.	  They	  observe	  that	  the	  silver	  shines	  because	  it	  has	  been	  refined.	  The	  teacher	  relates	  this	  process	  to	  scripture	  and	  invites	  the	  interpretation	  written	  on	  a	  slate:	  “‘Christ	  purifies	  his	  people	  from	  sin,	  by	  sending	  them	  trials	  till	  they	  become	  like	  him’”	  (472).	  This	  interpretation	  is	  then	  applied	  to	  education:	  “When	  does	  their	  teacher	  act	  like	  a	  refiner?”	  The	  teacher	  shows	  the	  children	  “a	  piece	  of	  silver	  ore,	  and	  one	  of	  bright	  silver:	  
Teacher.—(Holding	  up	  the	  bright	  silver.)	  What	  is	  this?	  
All.—Silver.	  
T.—What	  is	  this?	  (exhibiting	  the	  ore.)	  No	  answer.	  
T.—Suppose	  you	  were	  walking	  along	  the	  street,	  and	  saw	  this	  lying	  on	  the	  ground,	  what	  would	  you	  call	  it?	  What	  does	  it	  look	  like?	  
C.—It	  looks	  like	  a	  piece	  of	  stone.	  
T.—(Exhibiting	  the	  bright	  metal.)	  What	  do	  you	  know	  this	  to	  be?	  
All.—Silver.	  
T.—Would	  you	  think	  this	  silver?	  (presenting	  the	  ore.)	  
C.—It	  looks	  like	  a	  piece	  of	  coal.	  
	  	  74 
T.—You	  would	  not	  think	  this	  silver,	  (pointing	  to	  the	  ore,)	  but	  when	  you	  look	  at	  that	  (pointing	  to	  the	  polished	  silver,)	  you	  know	  at	  once	  that	  it	  is	  silver;	  what	  difference	  do	  you	  observe	  in	  them?	  
C.—One	  is	  white,	  and	  the	  other	  is	  blue.	  
T.—Now	  tell	  me	  something	  in	  which	  you	  can	  see	  yourselves,	  or	  your	  image.	  
C.—A	  looking-­‐glass.	  
T.—Why	  can	  we	  see	  ourselves	  in	  a	  looking-­‐glass?	  
C.—It	  is	  reflective.	  
T.—Which	  of	  these	  is	  like	  the	  looking-­‐glass	  in	  this	  respect?	  
C.—The	  bright	  silver.	  
T.—Is	  this	  (holding	  up	  the	  ore)	  reflective?	  
C.—No.	  
T.—What	  can	  you	  say	  of	  these	  two?	  The	  children	  repeated	  together,	  “the	  one	  is	  reflective,	  and	  the	  other	  is	  not.”	  
T.—Which	  would	  you	  rather	  have?	  
C.—The	  bright	  silver.	  
T.—Which	  is	  worth	  the	  most	  money?	  
C.—The	  bright	  silver.	  
T.—And	  because	  the	  bright	  silver	  is	  worth	  the	  most	  money,	  what	  is	  it	  said	  to	  be?	  
C.—Most	  valuable.	  (473)	  	  Gradually,	  the	  teacher	  guides	  the	  students	  through	  the	  mental	  process	  of	  refining	  and	  polishing	  silver	  and	  back	  to	  Christian	  scripture,	  back	  to	  the	  teacher	  as	  a	  Christ	  figure:	  “When	  you	  are	  naughty,	  and	  there	  is	  a	  great	  deal	  of	  what	  is	  wrong	  mixed	  up	  with	  your	  conduct—a	  great	  deal	  of	  inattention	  and	  disobedience,	  what	  do	  I	  do?”	  (477).	  Through	  this	  object	  lesson,	  students	  learn	  that	  what	  it	  means	  to	  obey	  and	  pay	  attention	  is	  to	  sit	  in	  a	  desk	  or	  chair	  that	  faces	  the	  teacher	  and	  her	  objects.	  In	  the	  above	  example,	  object	  teaching	  is	  used	  to	  influence	  indirectly,	  for	  the	  purpose	  of	  ideological	  indoctrination	  rather	  than	  individual	  inquiry.	  Though,	  in	  theory,	  object-­‐lesson	  pedagogy	  would	  begin	  with	  a	  child’s	  response	  to	  his	  or	  her	  environment,	  objects	  could	  as	  well	  be	  used	  to	  limit	  sensory	  awareness	  and	  instill	  moral	  principles	  as	  “another	  form	  of	  rote	  learning”	  (Carter	  8).	  In	  fact,	  at	  the	  turn	  of	  the	  century,	  the	  object	  lesson	  itself	  became	  cliché.	  Bill	  Brown	  writes:	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The	  “object	  lesson”	  signaled	  a	  new	  investment	  in	  material	  (as	  opposed	  to	  textual,	  cerebral,	  or	  spiritual)	  education.	  It	  was	  no	  less	  a	  part	  of	  John	  Dewey’s	  pedagogical	  philosophy	  or	  of	  Frank	  Lloyd	  Wright’s	  aesthetics	  than	  it	  was	  of	  the	  Ladies’	  Home	  Journal’s	  effort	  to	  inculcate	  good	  taste	  in	  the	  home.	  (Sense	  34).	  	  In	  educational	  journals	  and	  curriculum	  materials,	  pedagogies	  of	  induction	  boiled	  down	  to	  “object	  teaching”	  or	  object-­‐lessons,	  by	  which	  predominantly	  female	  teachers	  were	  themselves	  influenced	  (Woods	  308).	  Gradually,	  object-­‐lesson	  pedagogies	  became	  systematized	  and	  sold,	  along	  with	  object	  kits	  and	  cabinets	  by	  the	  end	  of	  the	  nineteenth	  century.	  In	  broader	  culture,	  the	  “object	  lesson”	  would	  indicate	  a	  kind	  of	  example	  or	  rhetorical	  gestalt,	  through	  which	  one	  could	  present	  broader,	  and	  more	  layered	  truths	  (Brown).	  In	  1899,	  Willa	  Cather	  complained	  that	  “‘the	  importance	  of	  material	  objects	  and	  their	  presentation	  have	  been	  so	  stressed….	  How	  wonderful	  it	  would	  be	  if	  we	  could	  throw	  all	  the	  furniture	  out	  the	  window’”	  (Brown	  142–43).	  	  
Object	  Lesson:	  School	  Desk	  The	  school	  desk	  is	  a	  pervasive	  conceptual	  metaphor,	  a	  cultural	  icon	  for	  education	  that	  obscures	  the	  bodily	  labor	  of	  learning.	  At	  present,	  the	  image	  of	  an	  empty,	  industrial	  plastic	  and	  metal	  school	  desk	  symbolizes	  educational	  institutions	  and	  their	  relative	  success	  or	  failure,	  issues	  of	  equity	  and	  opportunity,	  and	  approaches	  to	  education	  that	  promote	  direct	  instruction,	  standardization,	  testing,	  and	  individualism.	  Older	  versions	  –	  a	  boxy	  metal	  chair	  with	  open	  belly	  and	  laminate	  wooden	  tray,	  the	  heavy	  pelican	  top	  with	  hinged	  surface,	  the	  ornate	  and	  sculpted	  wood-­‐and-­‐iron	  desk,	  first	  patented	  in	  1889	  and	  used	  well	  into	  the	  1960’s	  –	  each	  call	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up	  narratives	  of	  collective	  social	  and	  material	  histories,	  cultural	  memories.	  These	  iconic	  images	  do	  not	  just	  represent	  educational	  history.	  They	  require	  us	  to	  enact	  bodily	  memories.	  Their	  directional	  influence	  on	  the	  muscles	  and	  nervous	  systems	  from	  which	  we	  derive	  our	  metaphors	  for	  education	  may	  be	  seen	  as	  a	  cultural	  inheritance	  sedimented	  through	  individual	  educational	  histories	  and	  generations	  of	  school	  children	  since	  the	  advent	  of	  compulsory	  schooling,	  an	  inheritance	  students	  and	  teachers	  carry	  bodily	  into	  current	  composition.	  Because	  of	  the	  school	  desk’s	  function	  as	  an	  embodied	  metaphor	  to	  both	  mystify	  embodied	  experience	  within	  affective	  ecologies	  and	  to	  group	  and	  regulate	  populations,	  it	  has	  been	  a	  technology	  that	  has	  supported	  the	  project	  of	  modern	  racism	  in	  education.	  Fred	  Newton	  Scott	  and	  Gordon	  Augustus	  Southworth’s	  1906	  edition	  of	  Lessons	  in	  English,	  structured	  much	  like	  Parker’s	  Aids,	  begins	  with	  everyday	  objects	  and	  cycles	  through	  more	  deductive	  lessons,	  returning	  to	  sensory	  experience	  and	  description	  overlaid	  by	  prompts	  requiring	  increasingly	  more	  sophisticated	  intellectual	  analysis	  and	  language	  awareness.	  In	  one	  lesson,	  about	  midway	  through	  their	  text,	  Scott	  and	  Southworth	  ask	  students	  to	  “Examine	  your	  
desk	  carefully.	  Then	  tell	  about	  the	  following	  things”	  (136).	  Students	  sit	  in	  their	  desks	  as	  they	  orient	  attention	  toward	  them	  –	  effectively	  quieting	  bodily	  expression.	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  Figure	  3.1.	  N.	  Scott	  and	  G.	  A.	  Southworth.	  “Lesson	  CXLIX:	  My	  School	  Desk,”	  Lessons	  in	  English,	  1906.	  	   In	  contrast	  to	  Dewey’s	  emphasis	  on	  a	  learner’s	  engagement	  with	  environmental	  stimuli,	  Scott	  and	  Southworth’s	  prompt	  immediately	  bypasses	  the	  affectivity	  of	  the	  desks,	  the	  opportunity	  for	  students	  to	  observe	  the	  desk’s	  effect	  on	  their	  bodies.	  This	  also	  limits	  their	  interpretation	  of	  the	  desk’s	  cultural	  symbolism,	  directing	  their	  attention	  outward,	  to	  the	  categories	  and	  cultural	  frames	  presented	  by	  the	  textbook.	  Through	  the	  text’s	  categorization	  of	  desk	  parts,	  materials,	  base,	  and	  surface,	  students	  may	  be	  able	  to	  use	  their	  senses	  to	  develop	  observations.	  Then,	  they	  are	  to	  leap	  to	  a	  view	  on	  the	  desk	  from	  the	  perspective	  of	  a	  “foreign	  country”	  with	  no	  desks,	  “the	  queerest	  place	  you	  can	  imagine”	  where	  students	  “make	  so	  much	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noise…you	  would	  think	  they	  were	  screaming	  and	  fighting	  instead	  of	  studying”	  (136).	  The	  word	  “queerest”	  is	  then	  repeated	  in	  the	  prompt	  to	  reinforce	  the	  strangeness	  of	  the	  Syrian	  classroom.3	  Within	  the	  context	  of	  a	  desk	  analysis,	  the	  above	  lesson	  is	  of	  interest	  for	  several	  reasons.	  First,	  the	  use	  of	  the	  school	  desk	  to	  limit	  the	  noise	  of	  expression	  during	  a	  writing	  activity	  is	  reinforced.	  Secondly,	  though	  the	  object	  lesson	  involves	  the	  senses,	  it	  also	  prevents	  awareness	  of	  a	  student’s	  immediate	  experience	  in	  relation	  to	  the	  object	  written	  about,	  the	  school	  desk.	  Finally,	  rather	  than	  promote	  cultural	  analysis	  of	  education	  from	  the	  perspective	  of	  a	  student’s	  daily	  experience,	  students	  are	  instructed	  to	  inhabit	  a	  kind	  of	  xenophobic,	  nationalistic	  interpretation	  of	  the	  school	  desk	  as	  familiar.	  Noisy	  writing	  in	  a	  school	  without	  desks	  is	  the	  queerest	  thing	  imaginable.4	  Ahmed’s	  Queer	  Phenomenology	  theorizes	  that	  the	  orientations	  produced	  by	  habitual	  technologies	  make	  use	  of,	  or	  instrumentalize,	  otherness	  as	  a	  process	  of	  domestication.	  Jessica	  Enoch	  has	  shown	  that	  the	  school	  became	  an	  extension	  of	  the	  home	  in	  the	  nineteenth	  century	  through	  making	  conscious	  renovations	  to	  the	  material	  rhetoric	  of	  classroom	  spaces.	  Ahmed’s	  understanding	  of	  domestication	  as	  bodily	  history	  extends	  Enoch’s	  work	  by	  explaining	  that	  domestication	  involves	  appropriation,	  “a	  way	  of	  making	  what	  is	  not	  already	  here	  familiar	  or	  reachable.”	  This	  process	  of	  habituation	  does	  not	  just	  signify	  or	  enable	  access;	  it	  actually	  works	  on	  the	  affective	  ecology	  of	  the	  surround	  to	  organize	  the	  flow	  of	  power,	  making	  familiar	  certain	  patterns	  of	  action,	  the	  grouping	  of	  racialized	  or	  gendered	  bodies,	  for	  example.	  Compulsory	  schooling	  belongs	  to	  a	  collective	  bodily	  history	  by	  which	  “some	  objects	  and	  not	  others”	  become	  reachable	  for	  “some	  bodies	  more	  than	  
	  	  79 
others”	  (Ahmed	  117,	  129).	  This	  works	  so	  well	  precisely	  because	  such	  cultural	  object-­‐orientations	  interpellate	  individually	  –	  each	  individual	  incorporates	  disciplinary	  norms	  into	  his	  or	  her	  emotionality	  and	  mentality	  through	  everyday	  life	  –	  while	  they	  signify	  generally.	  Every	  student	  sits	  in	  an	  identical	  desk	  and	  looks	  toward	  the	  same	  object,	  is	  asked	  to	  accomplish	  the	  same	  task.	  There	  is	  no	  inquiry	  into	  why	  or	  how	  the	  task	  and	  its	  symbolism	  may	  be	  experienced	  differently,	  how	  it	  is	  not	  the	  same	  to	  be	  this	  body	  in	  the	  desk,	  rather	  than	  that	  body.	  What	  the	  desk	  habituates	  is,	  for	  some	  reason,	  differently	  accessible,	  but	  students	  do	  not	  ask	  and	  cannot	  express	  why	  or	  how.	  Object-­‐orientations	  are	  part	  of	  a	  bodily	  history	  of	  pedagogy	  by	  which	  actions	  on	  actions	  work	  on	  all	  of	  us	  at	  the	  level	  of	  population	  and	  individual	  bodies	  become	  grouped	  and	  used	  to	  maintain	  the	  privileged	  class.	  This	  pattern	  becomes	  familiar,	  becomes	  part	  of	  the	  furniture	  of	  daily	  life	  through	  biopower.	  By	  appropriating	  the	  queerness	  of	  the	  Syrian	  classroom	  into	  their	  written	  compositions,	  and	  integrating	  these	  cultural	  meanings	  into	  their	  orientation	  toward	  the	  daily	  experience	  of	  school	  desk	  materials,	  surfaces,	  construction,	  and	  use	  –	  students	  are	  directed	  to	  live	  out	  a	  bodily	  history	  of	  racism.	  Within	  an	  ecology	  of	  meaning,	  the	  directional	  interpellation	  of	  material	  rhetoric	  gives	  us	  embodied	  metaphors	  that	  make	  sense	  to	  us	  because	  of	  the	  pedagogical	  process	  of	  domestication	  we	  live	  in	  the	  everyday.	  It	  makes	  sense	  to	  us	  that	  any	  body	  in	  the	  world	  simply	  needs	  a	  school	  desk	  in	  order	  to	  learn.	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  Figure	  3.2.	  Liberian	  children	  are	  shown	  receiving	  desk	  donations	  from	  the	  United	  States	  in	  this	  photograph	  from	  the	  USAID	  website.	  	  In	  2013,	  the	  USAID	  website	  still	  showed,	  “some	  50	  children”	  wading	  into	  the	  water	  of	  the	  Cestos	  River	  in	  Liberia	  to	  receive	  desk	  donations	  from	  George	  Bush.	  Without	  desks,	  “children	  [would]	  sit	  on	  floors	  or	  cartons,	  squeeze	  onto	  benches,	  or	  sit	  two	  to	  a	  desk”	  (USAID).5	  “Because	  of	  the	  American	  people,”	  the	  article	  boasts,	  “thousands	  of	  Liberian	  students	  now	  have	  a	  more	  conducive	  and	  dignified	  learning	  environment—and	  no	  excuse	  not	  to	  study”	  (USAID).	  The	  desk	  donations	  presented	  in	  this	  way	  hide	  the	  actual	  learning	  experiences	  of	  the	  children	  of	  Cestos	  City.	  What	  does	  it	  actually	  take	  for	  each	  Liberian	  child	  to	  learn?	  It	  doesn’t	  matter,	  the	  desk	  donations	  function	  to	  group	  their	  bodies	  within	  an	  arena	  in	  which	  they	  are	  compared	  to	  the	  bodies	  of	  American	  schoolchildren.	  The	  desk	  makes	  this	  comparison	  possible,	  while	  it	  also	  hides	  all	  the	  other	  elements	  of	  difference	  in	  the	  relation.	  “The	  familiar	  is	  ‘extended’	  by	  differentiating	  itself	  from	  the	  strange,	  by	  making	  what	  seems	  strange	  ‘just	  about	  familiar	  or	  by	  transforming	  ‘what	  is	  strange’	  into	  an	  instrument”	  (Ahmed	  117).	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Can	  we	  imagine	  sitting	  on	  the	  floor	  or	  on	  a	  crate	  and	  trying	  to	  read	  and	  write?	  Well,	  we	  don’t	  have	  to.	  The	  American	  people	  extend	  the	  reach	  of	  our	  own	  cultural	  imaginary.	  Sitting	  in	  a	  desk,	  the	  Liberian	  child	  has	  no	  excuse	  not	  to	  study.	  
Modern	  Racism	  and	  Desk	  Rhetoric	  
Separate	  and	  Unequal	  It	  is	  important	  to	  recognize	  that	  the	  school	  desk’s	  domestication	  draws	  from	  a	  collective	  embodied	  history	  of	  becoming-­‐students	  in	  material	  space.	  This	  process	  by	  which	  everyday	  experience	  is	  disciplined	  and	  then	  regulated	  at	  the	  level	  of	  population	  presents	  the	  school	  desk	  at	  the	  nexus	  between	  individual	  bodily	  history	  and	  cultural	  history.	  To	  interrupt	  the	  school	  desk’s	  function	  as	  a	  technology	  that	  enables	  the	  shaping	  and	  grouping	  of	  human	  bodies,	  we	  must	  first	  see	  both	  the	  way	  bodies	  are	  objectified	  and	  the	  way	  they	  are	  grouped	  in	  classrooms.	  Some	  bodies	  become	  students	  in	  American	  schools	  and	  classrooms,	  while	  others	  die	  physical	  and/or	  political	  deaths.	  In	  this	  way,	  the	  school	  desk	  is	  caught	  up	  in	  modern	  racism.6	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  Figure	  3.3.	  Verbal	  rhetoric	  from	  Charles	  Hamilton	  Houston’s	  film,	  A	  Study	  of	  
Educational	  Inequalities	  in	  South	  Carolina,	  1936.	  
	  
	  Figure	  3.4.	  Black	  children,	  sitting	  on	  a	  crowded	  school	  bench,	  documented	  by	  Charles	  Hamilton	  Houston	  in	  1936.	  
	   In	  the	  1940’s,	  Charles	  Hamilton	  Houston	  filmed	  the	  unequal	  conditions	  of	  school	  houses	  in	  South	  Carolina,	  drawing	  rough-­‐hewn	  benches	  into	  the	  light	  of	  open	  air,	  and	  showing	  the	  large	  number	  of	  students	  forced	  to	  sit	  in	  these	  benches,	  pressed	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one	  against	  the	  other	  (NAACP).	  Though	  Houston’s	  rhetoric	  recalls	  nineteenth-­‐century	  classroom	  reforms	  advocated	  by	  Barnard	  and	  others	  –	  which	  introduced	  the	  school	  desk	  as	  humane	  –	  he	  presents	  the	  desk	  as	  symbolic	  of	  access,	  rather	  than	  itself	  a	  reform.	  The	  civil	  rights	  movement	  and	  the	  NAACP’s	  successful	  overturning	  of	  Jim	  Crow	  laws	  then	  gives	  us	  images	  of	  racialized	  bodies	  along	  with	  white	  bodies	  in	  identical	  school	  desks.	  Now,	  these	  images	  may	  be	  used	  to	  signal	  that	  life	  and	  opportunity	  is	  within	  reach	  of	  any	  body	  in	  a	  desk	  –	  identical	  facilities	  and	  the	  same	  furniture	  mystify	  the	  many	  ways	  we	  continue	  to	  let	  populations	  die.	  Separate	  is	  not	  equal,	  and	  standardization	  may	  not	  be	  equitable.	  Through	  the	  habit	  of	  selecting	  and	  shaping	  human	  bodies,	  the	  State	  groups	  and	  directs	  populations,	  enabling	  modern	  racism	  (Ahmed,	  Foucault).	  Deteriorating,	  overcrowded	  schoolrooms	  with	  backless	  benches	  and	  poor	  light,	  as	  well	  as	  lack	  of	  transportation,	  show	  the	  suffering	  of	  black	  school	  children.	  Separate	  is	  unequal.	  One	  of	  the	  primary	  tactics	  used	  by	  Charles	  Hamilton	  Houston	  and	  Thurgood	  Marshall	  to	  overturn	  Jim	  Crow	  involved	  the	  use	  of	  images,	  detailed	  documentation	  of	  school	  facilities	  showing	  “the	  marked	  inferiority	  of	  the	  schools	  that	  African	  Americans	  were	  forced	  to	  attend”	  (Library	  of	  Congress).	  Houston	  filmed	  the	  unequal	  conditions	  of	  school	  houses	  in	  South	  Carolina,	  drawing	  rough-­‐hewn	  benches	  into	  the	  light	  of	  open	  air,	  with	  several	  frames	  showing	  the	  large	  number	  of	  students	  forced	  to	  sit	  in	  these	  benches,	  pressed	  one	  against	  the	  other	  (NAACP).	  Houston	  believed	  that	  visual	  rhetoric	  not	  only	  complemented	  the	  verbal	  arguments	  made	  to	  set	  legal	  precedence.	  It	  was	  more	  effective:	  Motion	  pictures	  humanize	  and	  dramatize	  the	  discrimination	  which	  Negroes	  suffer	  much	  more	  effectively	  than	  any	  corresponding	  amount	  of	  speech	  could	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do,	  and	  films	  would	  be	  serviceable	  in	  working	  for	  equal	  rights	  both	  in	  showing	  the	  evil	  results	  of	  discrimination	  and,	  constructively,	  the	  advancement	  of	  living	  and	  social	  standards	  when	  discrimination	  is	  removed.	  (Houston	  in	  Genna	  Rae	  McNeil,	  140)	  	  In	  other	  words,	  Houston	  used	  images	  to	  disrupt	  the	  process	  of	  domestication	  by	  which	  segregation	  had	  become	  familiar.	  Using	  only	  verbal	  rhetoric	  could	  not	  act	  on	  the	  affective	  and	  embodied	  level	  to	  disrupt	  racist	  orientations.	  	  
Figure	  3.5.	  George	  McLaurin	  in	  a	  desk	  outside	  his	  law	  school	  classroom.	  	  In	  addition	  to	  the	  film	  footage	  shot	  by	  Houston,	  the	  NAACP	  circulated	  photographs	  showing	  separate	  and	  unequal	  conditions	  in	  education	  more	  broadly.	  George	  McLaurin	  was	  photographed	  at	  a	  desk	  in	  the	  anteroom	  just	  outside	  his	  law	  class	  to	  convey	  the	  injustice	  of	  policies	  that	  prioritized	  physical	  distance	  between	  black	  and	  white	  bodies	  over	  one	  student’s	  “ability	  to	  study,	  to	  engage	  in	  discussion	  and	  exchange	  of	  views	  with	  other	  students	  and	  to	  learn	  his	  profession”	  (National	  Archives,	  “Education	  Resources”).	  In	  these	  images,	  the	  habit	  of	  the	  human	  intersects	  with	  the	  technology	  of	  the	  school	  desk	  as	  both	  instrumentalize	  domesticated	  bodies	  to	  extend	  the	  reach	  of	  privileged	  populations.	  “The	  white	  body	  in	  this	  way	  expands;	  objects,	  tools,	  instruments,	  and	  even	  ‘others’	  allow	  that	  body	  to	  inhabit	  space	  by	  extending	  that	  body	  and	  what	  it	  can	  reach”	  (Ahmed	  132).	  Dorothy	  E.	  Davis,	  et	  al.	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versus	  County	  School	  Board	  of	  Prince	  Edward	  County,	  Virginia,	  which	  eventually	  became	  one	  of	  the	  five	  cases	  included	  in	  Brown	  vs.	  the	  Board	  of	  Education,	  began	  as	  a	  student	  protest	  against	  the	  deplorable	  conditions	  of	  the	  high	  school	  building	  and	  the	  school	  board’s	  refusal	  to	  build	  a	  new	  black	  high	  school	  (National	  Archives,	  “Teaching”).	  The	  visual	  trope	  of	  the	  NAACP	  was	  simply	  inverted	  following	  the	  end	  of	  Jim	  Crow:	  the	  same	  physical	  conditions	  would	  signify	  the	  same	  educational	  opportunities,	  access,	  mystifying	  the	  difference	  of	  individual	  experiences.	  Foucault	  explains,	  modern	  racism	  is	  not	  about	  individual	  subjects	  in	  battle,	  but	  a	  matter	  of	  making	  some	  groups	  live	  and	  letting	  some	  groups	  die:	  “the	  specificity	  of	  modern	  racism,	  or	  what	  gives	  it	  its	  specificity,	  is	  not	  bound	  up	  with	  mentalities,	  ideologies,	  or	  the	  lies	  of	  power.	  It	  is	  bound	  up	  with	  the	  technique	  of	  power,	  with	  the	  technology	  of	  power”	  (“Society”	  258).	  Biopower	  functions	  through	  rules	  and	  policies,	  cultural	  narratives,	  actions	  upon	  actions,	  radically	  distributed.	  In	  biopower,	  the	  school	  desk	  is	  no	  longer	  imaged	  individually	  but	  as	  a	  classroom,	  with	  white	  bodies	  alongside	  racialized	  bodies,	  all	  seated	  in	  identical	  school	  desks.	  As	  with	  the	  USAID	  desk	  donations,	  this	  image	  makes	  it	  seem	  like	  each	  body	  has	  the	  same	  access	  to	  life,	  while	  it	  extends	  life	  to	  some	  through	  the	  integration/instrumentalization	  of	  others.	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  Figure	  3.6.	  A	  racially	  integrated	  classroom,	  circulated	  by	  Topeka	  Public	  Schools	  (PBS	  144).	  	   The	  material	  rhetoric	  of	  an	  integrated	  classroom	  appropriates	  the	  civil	  rights	  rhetoric	  of	  the	  NAACP	  during	  segregation,	  which	  draws	  from	  the	  material	  focus	  of	  earlier	  reform	  rhetoric	  in	  the	  nineteenth-­‐century.	  In	  this	  way,	  the	  image	  of	  a	  classroom	  full	  of	  desks	  functions	  as	  an	  embodied	  metaphor	  that	  habituates,	  interpellates,	  and	  historicizes	  through	  one	  image.	  Since	  the	  Brown	  decision,	  which	  ushered	  in	  the	  era	  of	  public	  school	  integration	  in	  the	  United	  States,	  the	  image	  of	  a	  classroom	  full	  of	  black	  and	  white	  students,	  each	  in	  identical,	  individual	  desks	  has	  signified	  educational	  equality,	  in	  a	  seeming	  juxtaposition	  with	  the	  earlier	  images	  circulated	  to	  overturn	  Jim	  Crow.	  This	  practice	  continues	  today.	  At	  the	  current	  moment,	  every	  child	  in	  Tuscaloosa,	  Alabama	  may	  sit	  in	  an	  identical	  desk	  and	  learn	  in	  like	  facilities,	  with	  the	  same	  standardized	  curriculum,	  held	  to	  the	  same	  performance	  standards	  through	  high-­‐stakes	  testing.	  The	  seeming	  similarities	  between	  classrooms	  at	  a	  material	  level	  often	  forecloses	  further	  inquiry	  into	  access	  and	  equity.	  In	  the	  same	  vein,	  because	  of	  the	  iconic	  significance	  of	  school	  furniture	  in	  the	  United	  States,	  many	  museums	  now	  invest	  in	  building	  a	  1950’s	  classroom	  tableau	  (see	  the	  2004	  Smithsonian	  Museum	  of	  American	  History,	  “Separate	  is	  not	  Equal:	  Brown	  v.	  Board	  of	  Education”;	  also,	  the	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Birmingham	  Civil	  Rights	  Institute).	  And	  one	  museum	  displays	  a	  centenarian	  bench	  “built	  by	  a	  former	  slave,	  Andrew	  Jackson,”	  on	  a	  platform	  in	  a	  glass	  case.	  The	  museum	  website	  comments:	  “It's	  interesting	  to	  watch	  children	  react	  when	  they	  learn	  that	  the	  wooden	  bench	  was	  actually	  used	  as	  school	  furniture	  over	  a	  century	  ago”	  (Florida	  Historic	  Capitol	  Museum).	  The	  bench	  is	  literally	  and	  metaphorically	  decontextualized,	  a	  spectacle.7	  Following	  redistricting	  in	  2008,	  Tuscaloosa	  built	  several	  new	  school	  facilities,	  some	  buildings	  with	  identical	  blueprints,	  employing	  successfully	  the	  inverted	  the	  NAACP	  trope	  to	  indicate	  that	  the	  same	  facilities	  equal	  the	  same	  access.	  Though	  the	  city	  got	  national	  attention	  for	  claims	  that	  new	  zoning	  re-­‐segregated	  the	  schools	  in	  2007	  (Dillon),	  it	  was	  not	  until	  2015	  that	  the	  school	  board	  considered	  a	  plan	  due	  to	  address	  inequities	  along	  racial	  and	  socio-­‐economic	  lines.8	  
Virtual	  School	  Desks	  Through	  the	  systematization	  of	  object-­‐orientations	  that	  mystify	  everyday	  labor,	  objects	  like	  the	  school	  desk	  become	  iconic,	  embodied	  metaphors	  that	  evoke	  one	  familiar	  cultural	  experience	  and	  map	  it	  onto	  another,	  less	  familiar.	  In	  this	  way,	  actual	  desks	  seem	  no	  longer	  necessary,	  though	  the	  image	  still	  promotes	  the	  same	  domesticating	  process	  of	  instrumentalizing	  student	  bodies.	  As	  James	  Geary	  explains,	  we	  believe	  our	  metaphorical	  truths	  more	  often	  than	  the	  literal	  untruths	  they	  contradict	  (Geary).	  In	  this	  way,	  we	  float	  our	  metaphors	  until	  they	  become	  virtual,	  and	  we	  re-­‐enact	  the	  old	  institutional	  power	  structures	  from	  which	  they	  come.	  We	  
	  	  88 
form	  and	  reform	  modernist	  educational	  institutions	  and	  inequitable,	  racialized	  social	  structures.	  	  In	  2009,	  Kaplan	  University	  launched	  its	  first	  national,	  multimedia	  advertising	  campaign,	  the	  “Talent	  Campaign,”	  with	  the	  goal	  of	  “redefining	  higher	  education.”	  In	  the	  debut	  commercial,	  a	  bow-­‐tied	  professor	  stands	  before	  a	  lecture	  hall	  of	  students	  and	  apologizes:	  “the	  system	  has	  failed	  you.	  I	  have	  failed	  you.”	  He	  furrows	  his	  brow,	  becomes	  somber	  and	  then	  more	  animated,	  as	  his	  speech	  slowly	  builds	  with	  the	  background	  music.	  The	  frame	  shifts	  from	  lecture	  hall	  to	  laptop,	  and	  the	  professor	  continues,	  clearing	  static	  on	  computer	  screens.	  Now,	  his	  voice	  sounds	  from	  laptops,	  iPhones,	  and	  in	  ear	  buds	  seemingly	  everywhere	  in	  American	  society	  because	  “talent	  isn’t	  just	  in	  schools	  like	  the	  one,”	  where	  the	  professor	  stands	  behind	  his	  lectern,	  tilts	  his	  head	  back	  slightly	  and	  squints	  his	  eyes:	  “it’s	  everywhere.”	  The	  professor’s	  black	  visage	  and	  use	  of	  anaphora	  recall	  Martin	  Luther	  King	  Jr.’s	  emphasis	  on	  equality	  and	  reform,	  here	  now	  to	  address	  a	  presumably	  post-­‐racial,	  classless	  generation	  of	  talent	  compromised	  by	  the	  generalized,	  parasitic	  old	  ideas	  of	  traditional	  institutions	  (Kaplan,	  YouTube).	  As	  civil	  rights	  meets	  The	  Matrix,	  the	  commercial	  neglects	  to	  explain	  the	  link	  between	  old	  ideas	  and	  the	  physical	  environment	  of	  the	  traditional	  university	  building.	  If	  the	  commercial	  were	  to	  address	  the	  relationship	  between	  where	  and	  how	  we	  learn,	  it	  would	  need	  to	  show,	  as	  well,	  the	  labor	  involved	  in	  earning	  an	  online	  degree.	  By	  fixating	  on	  the	  (no)where	  of	  learning,	  Kaplan	  avoids	  the	  how.	  In	  this	  way,	  a	  virtual	  everywhere	  subsumes	  student	  labor,	  tuition	  cost,	  and	  the	  comparative	  value	  of	  degrees	  from	  online	  institutions,	  presenting	  the	  physical	  classroom	  as	  the	  
	  	  89 
obstacle	  between	  inborn	  talent	  and	  the	  cultural	  capital	  of	  a	  college	  degree.	  The	  materiality	  of	  the	  classroom	  gets	  in	  the	  way	  presumably	  because	  it	  is	  old,	  whereas	  talent,	  like	  technology,	  remains	  ever	  new.	  The	  use	  of	  classroom	  furniture	  to	  promote	  progress	  may	  be	  traced	  back	  to	  the	  rhetoric	  of	  Barnard	  and	  Mann.	  In	  their	  2009	  press	  release,	  Kaplan	  offered	  a	  crisis	  rationale	  for	  institutional	  reform:	  the	  United	  States	  was	  falling	  behind	  (in	  the	  projections	  of	  one	  private	  research	  firm)	  and	  would	  need	  sixteen	  million	  more	  adults	  to	  earn	  degrees	  by	  2025	  (“Kaplan”).	  A	  recent	  government	  report	  suggests	  that	  Kaplan’s	  profit	  goals,	  rather	  than	  educational	  reform	  or	  student	  success,	  were	  the	  primary	  motivation	  behind	  the	  company’s	  expensive	  commercials.	  Ostensibly,	  the	  “Talent	  Campaign”	  targets	  “stay-­‐at-­‐home	  moms	  and	  dads,	  full-­‐time	  workers,”	  and	  late	  bloomers	  (Greenberg).	  However,	  for-­‐profit	  institutions	  of	  higher	  education,	  including	  Kaplan,	  also	  recruit	  disproportionately	  nontraditional	  students	  from	  disadvantaged	  populations	  that	  don’t	  appear	  in	  their	  commercials,	  with	  the	  full	  knowledge	  that	  such	  “high-­‐risk”	  students	  are	  less	  likely	  to	  complete	  their	  degrees	  and	  more	  likely	  to	  default	  on	  their	  government	  loans	  (“Cracking”;	  Kirkham).	  In	  July	  of	  2012,	  the	  Senate	  Health,	  Education,	  Labor,	  and	  Pensions	  Committee	  reported	  that	  of	  the	  students	  who	  enrolled	  in	  Kaplan’s	  two-­‐	  and	  four-­‐year	  programs	  in	  2008,	  60	  percent	  had	  withdrawn	  by	  2010.	  In	  2010,	  86	  percent	  of	  Kaplan’s	  revenue	  came	  from	  government	  financial	  aid	  programs	  (US	  Senate	  Committee).	  The	  same	  report	  shows	  that	  96	  percent	  of	  students	  at	  for-­‐profit	  colleges	  take	  out	  student	  loans,	  compared	  to	  13	  percent	  of	  community-­‐college	  students,	  48	  percent	  of	  students	  at	  four-­‐year	  public	  colleges,	  and	  57	  percent	  of	  students	  at	  four-­‐year	  private	  nonprofit	  colleges.	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  Figure	  3.7.	  A	  still	  from	  Kaplan	  University’s	  commercial	  for	  their	  “Talent	  Campaign”	  shows	  iconic	  school	  desks	  in	  unexpected	  locations	  (Kaplan,	  YouTube).	  	  To	  this	  demographic,	  Kaplan	  presented	  the	  second	  commercial	  of	  their	  “Talent	  Campaign,”	  also	  in	  January	  of	  2009	  and	  also	  airing	  on	  CBS	  Television	  during	  prime	  time.	  The	  press	  release	  continues:	  hundreds	  of	  iconic	  school	  desks	  in	  unexpected	  locations,	  provid[e]	  a	  visual	  metaphor	  for	  the	  evolution	  now	  taking	  place	  in	  education	  that	  no	  longer	  requires	  students	  to	  sit	  in	  a	  physical	  classroom,	  but	  allows	  them	  to	  learn	  virtually	  anywhere	  at	  any	  time.	  (“Kaplan”)	  	  As	  in	  the	  debut	  commercial,	  online	  education	  figures	  a	  dramatic	  shift	  in	  social	  structure,	  as	  well	  as	  the	  trajectory	  of	  one’s	  life.	  The	  desks	  wait	  at	  a	  dusty	  out-­‐of-­‐the-­‐way	  gas	  station	  where	  an	  attendant	  waves,	  using	  one	  of	  them	  as	  a	  footrest.	  They	  are	  wooden	  and	  sit	  in	  flowing	  water	  and	  sunny	  wind	  between	  clotheslines,	  on	  lighted	  subway	  platforms	  and	  bowling	  lanes,	  city	  rooftops,	  cornices,	  rural	  mountaintops,	  in	  barns	  with	  chickens,	  and	  on	  a	  San	  Francisco	  city	  street.	  In	  the	  background,	  symphonic	  undertones	  slowly	  accentuate	  the	  acoustic,	  finger-­‐styled	  guitar	  theme,	  and	  the	  voice-­‐over	  repeats:	  “Where	  is	  it	  written?”	  Where	  is	  it	  written	  that	  the	  old	  way	  is	  the	  right	  way?	  	  Where	  is	  it	  written	  that	  a	  traditional	  education	  is	  the	  only	  way	  to	  get	  an	  education?	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  Where	  is	  it	  written	  that	  classes	  only	  take	  place	  in	  a	  classroom?	  	  As	  the	  campaign’s	  press	  release	  explains,	  the	  desks	  are	  visual	  metaphors	  that	  signal	  change,	  a	  change	  in	  the	  rules,	  where	  the	  rules	  are	  written,	  and	  by	  implication,	  where	  writing	  can	  happen	  (“Kaplan”).	  No	  longer	  on	  the	  surface	  of	  school	  desks,	  writing	  happens	  wherever	  Kaplan	  students	  happen	  to	  be.	  As	  such,	  the	  desks	  stand	  in	  for	  student	  bodies	  in	  various	  “unexpected”	  locations.	  Few	  human	  beings	  appear	  in	  the	  commercial	  and	  none	  sit	  in	  desks.	  In	  this	  way,	  the	  commercial	  hides	  the	  how	  and	  the	  
what	  by	  foregrounding	  where,	  which	  we	  only	  know	  is	  no	  longer	  in	  school	  desks.	  The	  uncanny	  appearance	  of	  desks,	  mostly	  outside,	  highlights	  their	  figurative	  nature.	  But	  the	  locations	  are	  figurative,	  as	  well.	  They	  show	  the	  possibility	  of	  writing	  and	  reading	  in	  the	  open	  breeze	  and	  sun	  as	  a	  way	  of	  also	  indicating	  the	  pleasure	  and	  freedom	  one	  may	  experience	  in	  doing	  the	  work	  of	  an	  online	  class;	  however,	  the	  places	  where	  the	  desks	  appear	  would	  not	  support	  Internet	  access,	  especially	  in	  2009.	  In	  “Desks,”	  Kaplan	  renders	  the	  technology	  that	  enables	  the	  “evolution”	  of	  online	  learning,	  as	  well	  as	  its	  labor,	  invisible,	  as	  invisible	  as	  the	  cost	  of	  tuition.	  Presumably,	  by	  buying	  into	  Kaplan,	  students	  may	  acquire	  the	  cultural	  capital	  and	  skill	  to	  know	  the	  rules,	  maybe	  even	  rewrite	  them,	  to	  reform	  tradition	  and	  their	  own	  lives.	  “Where	  is	  it	  written”	  the	  commercial	  concludes,	  “that	  you	  can’t	  change	  your	  life?	  That’s	  just	  the	  thing:	  it	  isn’t	  written	  anywhere”	  (Kaplan,	  YouTube).	  Following	  the	  launch	  of	  the	  “Talent	  Campaign,”	  marketing	  magazines	  and	  even	  the	  
Chronicle	  of	  Higher	  Education	  described	  its	  success:	  “the	  best	  piece	  of	  college	  marketing	  this	  year,”	  a	  “fingers-­‐flapping,	  thumb	  at	  the	  nose	  to	  centuries	  of	  higher-­‐education	  tradition”	  (Blumenstyk).	  However,	  the	  argument	  that	  classes	  need	  not	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take	  place	  in	  classrooms	  was	  already	  widely	  known	  in	  2009,	  with	  one	  estimate	  indicating	  nearly	  four	  million	  students	  enrolled	  in	  online	  education	  in	  2008.	  So,	  Kaplan	  told	  us	  what	  we	  already	  knew,	  while	  mystifying	  their	  particular	  offerings,	  value,	  and	  cost,	  and	  its	  enrollment	  grew	  twice	  as	  much	  between	  2009	  and	  2010	  as	  it	  had	  between	  2008	  and	  2009	  (United	  States	  Senate	  Committee).	  Why	  was	  Kaplan’s	  use	  of	  the	  school	  desk	  metaphor	  so	  effective?	  Because	  school	  desks	  are	  the	  most	  familiar	  educational	  icon	  in	  our	  shared	  bodily	  history.	  They	  are	  so	  effective	  at	  interpellating	  students	  that	  they	  may	  be	  anywhere	  and	  nowhere	  and	  still	  domesticate	  us	  on	  an	  affective	  and	  embodied	  level,	  still	  make	  sense.	  When	  we	  encounter	  the	  material	  image	  of	  the	  school	  desk,	  we	  engage	  a	  desk-­‐orientation	  composed	  of	  our	  own	  educational	  experiences	  with	  desks	  as	  they	  interact	  with	  collective	  cultural	  histories	  of	  compulsory	  schooling.	  In	  this	  orientation	  resides	  our	  potential	  to	  affect	  and	  to	  be	  affected	  by	  the	  school	  desk	  and	  the	  sedentary	  history	  of	  writing	  pedagogy.	  
Conclusion:	  Student	  Embodiment	  When	  students	  enter	  a	  new	  class,	  they	  meet	  the	  arrangement	  of	  the	  room.	  They	  scan	  for	  familiar	  faces	  and	  furniture	  –	  and	  they	  find	  a	  place	  to	  sit,	  park,	  or	  lean.	  We	  do	  the	  same	  generally	  when	  we	  arrive	  at	  a	  meeting,	  presentation,	  party,	  even	  a	  waiting	  room.	  We	  compare	  the	  new	  territory	  with	  other	  known	  spaces,	  and	  we	  territorialize,	  an	  alive,	  relational	  process	  of	  subtraction	  (Deleuze	  and	  Guattari).	  We	  (re)form	  the	  familiar	  and	  compose	  history,	  the	  known	  from	  possible	  worlds	  (Ahmed).	  Iconic	  images	  of	  student	  bodies	  in	  classrooms,	  whether	  material	  or	  virtual,	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give	  us	  cultural	  expectations,	  to	  which	  we	  respond	  with	  varying	  degrees	  of	  assimilation.	  These	  images	  draw	  from	  our	  everyday	  experiences	  with	  classrooms,	  ritualized	  practices	  that	  develop	  our	  patterned	  affectivity	  and	  influence	  our	  everyday	  interactions.	  In	  a	  room	  with	  chairs,	  we	  know	  to	  listen	  and	  look,	  maybe	  offer	  a	  verbal	  response.	  In	  a	  room	  with	  surfaces	  or	  illumined	  screens,	  we	  know	  to	  read	  or	  write.	  However,	  as	  icons,	  such	  images	  show	  us	  nothing	  of	  the	  labor	  that	  maintains	  their	  cultural,	  symbolic	  status.	  “The	  world	  extends	  the	  form	  of	  some	  bodies	  more	  than	  others,	  and	  such	  bodies	  in	  turn	  feel	  at	  home	  in	  this	  world”	  (Ahmed	  129).	  In	  the	  desk	  assemblage	  –	  student,	  surface,	  text,	  teacher	  –	  we	  face	  our	  own	  responsivity	  and	  our	  ability	  to	  impress	  the	  seemingly	  stable	  surface	  of	  sedentary	  schooling.	  Since	  the	  nineteenth	  century,	  the	  school	  desk	  has	  organized	  human	  habit	  through	  sedentary	  learning	  in	  the	  service	  of	  classed	  and	  racialized	  capitalism.	  As	  the	  material	  and	  technological	  practices	  of	  education	  change,	  the	  school	  desk	  remains	  –	  a	  technology	  that	  objectifies,	  groups,	  and	  instrumentalizes	  most	  bodies	  in	  order	  to	  empower	  some	  few.	  When	  sedentary,	  compulsory	  schooling	  is	  no	  longer	  questioned,	  the	  school	  desk	  is	  no	  longer	  thought.	  In	  order	  to	  overcome	  the	  dissonance	  created	  by	  contradictions	  between	  old	  and	  new,	  we	  cling	  to	  outdated	  metaphors	  and	  renew	  their	  value	  as	  technologies	  that	  compose	  our	  worlds.	  However,	  as	  we	  encounter	  the	  limits	  of	  the	  human	  and	  the	  violence	  that	  enables	  life-­‐giving	  institutions,	  we	  may	  choose	  to	  become	  otherwise.	  Only	  when	  we	  encounter	  the	  unthought	  of	  our	  most	  enduring	  educational	  orientations	  will	  we	  know	  what	  students	  and	  teachers	  can	  do	  in	  the	  classroom.	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Notes	  1	  See	  Steven	  Mailloux	  on	  the	  literalization	  of	  reading	  as	  eating.	  	  2	  This	  rationale	  is	  crystalized	  in	  Harvard	  President	  Emeritus	  Charles	  W.	  Eliot’s	  1918	  “Defects	  in	  American	  Education	  Revealed	  by	  the	  War”	  	  3	  At	  the	  moment	  I	  write	  this,	  in	  December	  of	  2015,	  fear	  of	  Syrian	  refugees	  is	  palpable	  in	  the	  United	  States.	  	  	  4	  In	  Chapter	  4,	  I	  offer	  examples	  from	  my	  own	  pedagogy	  that	  prompt	  writing	  about	  the	  school	  desk	  and	  then	  draw	  cultural	  frames	  from	  students’	  language,	  rather	  than	  offering	  frames	  ready-­‐made	  for	  consumption.	  	  5	  This	  article	  has	  since	  been	  removed	  from	  the	  USAID	  website.	  	  6	  Racism	  in	  biopower,	  for	  Foucault,	  is	  the	  biological	  grouping	  by	  the	  State	  that	  fragments	  the	  species.	  What	  in	  fact	  is	  racism?	  It	  is	  primarily	  a	  way	  of	  introducing	  a	  break	  into	  the	  domain	  of	  life	  that	  is	  under	  power’s	  control:	  the	  break	  between	  what	  must	  live	  and	  what	  must	  die.	  The	  appearance	  within	  the	  biological	  continuum	  of	  the	  human	  race	  of	  races,	  the	  distinction	  among	  races,	  the	  hierarchy	  of	  races,	  the	  fact	  that	  certain	  races	  are	  described	  as	  good	  and	  that	  others,	  in	  contrast,	  are	  described	  as	  inferior:	  all	  this	  is	  a	  way	  of	  fragmenting	  the	  field	  of	  the	  biological	  that	  power	  controls.	  It	  is,	  in	  short,	  a	  way	  of	  establishing	  a	  biological-­‐type	  caesura	  within	  a	  population	  that	  appears	  to	  be	  a	  biological	  domain.	  This	  will	  allow	  power	  to	  treat	  that	  population	  as	  a	  mixture	  of	  races,	  or	  to	  be	  more	  accurate,	  to	  treat	  the	  species,	  to	  subdivide	  the	  species	  it	  controls,	  into	  the	  subspecies	  known,	  precisely,	  as	  races.	  That	  is	  the	  first	  function	  of	  racism:	  to	  fragment,	  to	  create	  caesuras	  within	  the	  biological	  continuum	  addressed	  by	  biopower.	  (Foucault,	  “Society”	  254-­‐255)	  	  7	  The	  absurdity	  of	  an	  old	  school	  bench,	  in	  a	  glass	  case,	  built	  by	  a	  slave	  may	  be	  mobilized	  for	  its	  becoming	  potential,	  once	  it	  is	  seen	  as	  absurd.	  	  8	  Not	  surprisingly,	  this	  plan	  evoked	  much	  response	  on	  the	  level	  of	  affect,	  which	  was	  not	  addressed	  by	  public	  discourse	  or	  policy	  proposals.	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CHAPTER	  4	  
	  
WRITING	  BODIES	  
Introduction:	  Please	  Sit	  Down	  Identifying	  sites	  for	  reflection	  and	  intervention	  in	  the	  writing	  class	  requires	  a	  kind	  of	  listening	  or	  aesthetic	  by	  which	  we	  may	  witness	  the	  composition	  of	  reality	  and	  our	  own	  becoming	  human.	  Creativity	  is	  the	  ability	  to	  remember	  what	  we	  already	  know,	  that	  which	  lingers	  in	  the	  mind	  and	  body	  at	  the	  level	  of	  affect,	  the	  forgotten	  of	  our	  everyday	  labor,	  the	  counter-­‐memory	  of	  bodily	  histories.	  The	  “aesthetic	  function”	  protests	  “the	  forcing	  of	  all	  experience	  into	  instrumentality	  (‘utility’),	  and	  of	  all	  things	  into	  commodities”	  (Williams	  151–52).	  The	  aesthetic	  mind,	  open	  to	  practical	  consciousness,	  may	  allow	  multiple,	  seemingly	  contradictory	  or	  illogical	  expressions	  at	  once,	  recall	  possibilities	  subtracted	  by	  the	  seizure	  of	  official	  consciousness,	  and	  bring	  practical	  consciousness	  to	  consciousness.	  	  From	  failure,	  confusion,	  the	  unfamiliar	  and	  seemingly	  senseless,	  from	  laughter	  and	  play,	  the	  unthought,	  the	  absurd:	  we	  may	  listen	  for	  and	  wander	  among	  multiple	  voices,	  sounds	  human	  and	  non-­‐human,	  sound	  beyond	  sense.	  Then,	  we	  may	  return	  to	  expression,	  claiming	  certain	  of	  these	  voices	  as	  our	  own	  (Royster)	  to	  act	  on	  the	  surround	  more	  ethically,	  critically,	  responsively.	  Through	  mobilizing	  the	  creative	  potential	  of	  our	  becoming,	  the	  school	  desk	  may	  be	  overturned,	  the	  tour	  bus	  may	  open	  its	  walls	  to	  alternative	  lifeways	  (Lu).	  The	  table,	  no	  longer	  a	  table,	  may	  decode	  us	  (Vitanza),	  decentering	  the	  human	  as	  habit.	  In	  slowing	  down	  the	  process	  of	  social	  formation,	  we	  may	  become	  responsive	  actors	  within	  writing	  ecologies.	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When	  I	  teach	  writing,	  as	  in	  the	  theoretical	  analysis	  in	  the	  above	  chapters,	  this	  process	  begins	  with	  attention	  to	  classroom	  composition	  through	  the	  affective,	  embodied	  labor	  of	  everyday	  practice.	  	  When	  I	  take	  attendance	  at	  the	  beginning	  of	  each	  class,	  I	  give	  credit	  to	  students	  for	  being	  in	  the	  physical	  space	  of	  the	  classroom	  –	  for	  taking	  up	  space	  –	  which	  credits	  my	  pedagogy,	  the	  program,	  the	  institution.	  I	  make	  a	  mark	  on	  a	  document,	  which	  will	  eventually	  make	  a	  mark	  on	  a	  transcript.1	  What	  labor	  do	  I	  ask	  students	  to	  undertake	  physically	  and	  affectively	  when	  I	  require	  that	  they	  spend	  a	  specified	  number	  of	  hours	  engaging	  the	  classroom	  space?	  What	  labor	  does	  compulsory	  attendance	  require	  of	  me,	  the	  instructor?	  I	  ask	  students	  first	  to	  please	  sit	  down.	  No	  writing,	  reading,	  or	  class	  discussion	  happens	  until	  students	  are	  seated,	  their	  attention	  directed	  toward	  the	  writing	  surface,	  toward	  each	  other,	  toward	  my	  body,	  my	  voice,	  toward	  a	  screen	  or	  board	  at	  the	  front	  of	  the	  room.	  I	  may	  try	  to	  disrupt	  this	  configuration,	  have	  everyone	  stand	  or	  go	  outside.	  Still,	  the	  act	  of	  sitting	  remains	  primary	  to	  attendance,	  to	  attention	  –	  the	  school	  desk,	  a	  phantom	  limb	  to	  a	  student’s	  self-­‐concept,	  even	  in	  classes	  without	  desks.	  In	  the	  above	  chapters,	  I	  have	  described	  the	  cultural	  history	  of	  the	  school	  desk,	  the	  way	  educational	  object-­‐orientations	  have	  been	  built	  into	  the	  material	  rhetoric	  of	  compulsory	  schooling,	  the	  ritualized	  labor	  of	  students	  and	  teachers	  required	  to	  maintain	  these	  orientations	  historically,	  and	  how	  this	  labor	  hides	  itself,	  becoming	  the	  unthought	  of	  our	  composed	  realities.	  In	  tracing	  the	  school	  desk	  historically,	  I	  offer	  cultural	  metaphors	  and	  epistemological	  frames	  that	  may	  be	  witnessed	  in	  daily	  experiences	  of	  the	  classroom.	  When	  students	  sit	  down,	  most	  do	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not	  think	  about	  Horace	  Mann	  or	  Henry	  Barnard,	  about	  the	  first	  patent	  of	  the	  school	  desk,	  about	  changing	  styles	  of	  discipline,	  classrooms	  in	  other	  countries	  or	  at	  other	  cultural	  moments.	  However,	  when	  asked	  to	  write	  about	  the	  classroom	  space,	  they	  invoke	  this	  bodily	  history:	  students	  discuss	  the	  desk’s	  function	  to	  limit	  distraction,	  to	  direct	  attention,	  to	  calm	  their	  bodies	  and	  enable	  (or	  interrupt)	  their	  writing.	  Some	  say	  the	  classroom	  is	  boring.	  Most	  find	  it	  uncomfortable.	  Some	  recognize	  the	  way	  the	  furniture	  individualizes	  and,	  at	  the	  same	  time,	  groups	  them.	  For	  those	  who	  have	  attended	  mainstream	  schools	  since	  early	  childhood,	  the	  ritual	  practice	  of	  sitting	  in	  a	  school	  desk	  is	  embodied	  in	  practical	  consciousness.	  Our	  bodies	  have	  literally	  grown	  around	  the	  desk	  in	  their	  development,	  through	  the	  repeated	  negotiation	  of	  its	  effects,	  in	  the	  particular	  moments	  of	  individual	  educational	  history.	  The	  desk	  is	  individually	  experienced	  collectively	  by	  populations.	  When	  asked,	  how	  do	  you	  think	  the	  classroom	  has	  become	  like	  this?	  most	  students	  intuit	  the	  function	  of	  compulsory	  schooling.	  However,	  they	  do	  not	  often	  explain	  their	  participation	  in	  the	  renewal	  of	  its	  function	  –	  that	  our	  bodies	  have	  been	  schooled,	  that	  the	  conceptual	  metaphors	  of	  classroom	  space	  and	  writing	  pedagogies	  require	  our	  ritualized	  participation	  to	  maintain	  value	  as	  a	  means	  of	  production	  for	  the	  educational	  outcomes	  we	  credit.	  In	  short,	  students	  do	  not	  know	  how	  to	  impress	  the	  classroom	  or	  how	  to	  intervene	  in	  its	  effect	  on	  their	  bodies	  and	  minds.	  If	  I	  want	  to	  promote	  expression	  of	  nonverbal	  sociality	  in	  student	  writing	  and	  class	  discussion,	  and	  find	  possibilities	  for	  change	  at	  the	  level	  of	  daily	  practice,	  I	  must	  start	  with	  experience	  and	  move	  to	  the	  conceptual	  metaphors	  made	  available.	  Beginning	  with	  verbal	  descriptions	  of	  social	  patterning,	  existing	  discursive	  frames,	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promotes	  students	  to	  enact	  expressions	  and	  identities	  they	  have	  learned	  in	  school	  without	  questioning	  their	  affective,	  embodied	  experience	  as	  they	  become	  students.	  Alternately,	  I	  have	  found	  that	  beginning	  with	  object-­‐orientations	  encourages	  inquiry	  into	  embodied	  experiences	  at	  the	  level	  of	  affect	  before	  installing	  a	  self	  at	  the	  center.	  Decentering	  the	  human	  subject	  loosens	  cultural	  narratives	  so	  that	  students	  may	  find	  the	  words	  that	  relate	  their	  own	  sensory	  experiences	  of	  an	  object,	  its	  ability	  to	  affect	  them.	  Because	  objects	  and	  our	  relation	  to	  them	  also	  function	  as	  conceptual	  metaphors,	  they	  express	  more	  than	  can	  be	  spoken.	  By	  returning	  to	  the	  sensory	  experience	  of	  the	  object,	  its	  ability	  to	  affect	  and	  be	  affected,	  and	  identifying	  conceptual	  metaphors	  in	  their	  expressions,	  students	  may	  witness	  the	  ways	  they	  create	  meaning	  from	  experience,	  how	  they	  overlay	  meanings	  offered	  by	  cultural	  texts,	  and	  how,	  in	  turn,	  they	  may	  repattern	  these	  meanings	  by	  making	  small	  changes	  to	  daily	  practice.	  Attending	  to	  object-­‐orientations	  in	  a	  writing	  class	  renews	  an	  inductive	  pedagogical	  focus	  and	  highlights	  the	  dynamic	  interactivity	  of	  a	  given	  moment.	  When	  I	  teach	  writing,	  I	  attempt	  to	  awaken	  the	  peripheral	  vision	  that	  takes	  in	  the	  writing	  event,	  the	  whole	  set	  of	  relations	  caught	  up	  in	  our	  embodied	  acts	  of	  composition.	  Each	  time	  we	  enter	  the	  classroom,	  we	  engage	  the	  bodily	  history	  of	  object-­‐orientations	  that	  enabled	  the	  establishment	  of	  compulsory	  schooling,	  continues	  to	  facilitate	  the	  grouping	  of	  populations,	  and	  maintain	  sedentary	  learning	  as	  our	  primary	  option.	  With	  each	  enactment,	  or	  actualization	  of	  reality,	  we	  make	  choices.	  By	  understanding	  our	  embodied	  participation	  in	  the	  composition	  of	  the	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classroom,	  we	  may	  be	  able	  to	  increase	  awareness	  of	  expressions	  at	  the	  level	  of	  affect	  and	  mobilize	  the	  creative	  potential	  of	  our	  becoming.	  In	  this	  chapter,	  I	  begin	  with	  a	  discussion	  of	  predominant	  discursive	  frames	  for	  writing	  bodies,	  inscription	  and	  production.	  I	  relate	  these	  frames	  as	  conceptual	  metaphors	  that	  require	  embodied	  enactment	  and	  then	  present	  enactment	  as	  an	  alternative	  discursive	  frame	  that	  promotes	  inquiry	  into	  affect	  and	  embodiment.	  Attention	  to	  conceptual	  metaphor	  itself	  in	  a	  writing	  class	  encourages	  students	  to	  reflect	  on	  the	  relationship	  between	  physical,	  sensory	  experiences	  and	  the	  words	  they	  choose	  –	  the	  words	  that	  make	  sense	  and	  the	  affective	  investments	  they	  require.	  
Conceptual	  Metaphor:	  Bodies	  Inscribed	  or	  Enacted	  Gilles	  Deleuze	  describes	  “good	  sense”	  as	  directional	  in	  the	  way	  it	  orients	  standardization,	  linearity,	  and	  regulation,	  all	  of	  which	  are	  joined	  in	  “sedentary	  type[s]	  of	  distribution”:	  The	  systematic	  characteristics	  of	  good	  sense	  are	  thus	  the	  following:	  it	  affirms	  a	  single	  direction;	  it	  determines	  this	  direction	  to	  go	  from	  the	  most	  to	  the	  least	  differentiated,	  from	  the	  singular	  to	  the	  regular,	  and	  from	  the	  remarkable	  to	  the	  ordinary;	  it	  orients	  the	  arrow	  of	  time	  from	  past	  to	  future,	  according	  to	  this	  determination;	  it	  assigns	  to	  the	  present	  a	  directing	  role	  in	  this	  orientation;	  it	  renders	  possible	  thereby	  the	  function	  of	  prevision;	  and	  it	  selects	  the	  sedentary	  type	  of	  distribution	  in	  which	  all	  of	  the	  preceding	  characteristics	  are	  brought	  together.	  (Deleuze,	  Logic	  76)	  	  The	  school	  desk	  is	  an	  embodied	  metaphor	  for	  the	  formulaic	  writing	  that	  makes	  “good	  sense”	  to	  us	  at	  this	  cultural	  moment:	  writing	  that	  “affirms	  a	  single	  direction”	  “from	  the	  singular	  to	  the	  regular,	  and	  from	  the	  remarkable	  to	  the	  ordinary,”	  that	  makes	  the	  everyday	  into	  an	  occasion	  to	  be	  oriented;	  that	  “selects	  the	  sedentary”	  (Deleuze,	  Logic	  76).	  Formulaic	  writing	  that	  moves	  in	  a	  logical,	  linear	  direction	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makes	  sense	  to	  us,	  and	  it	  makes	  sense	  to	  us	  that	  students	  would	  practice	  sedentary	  writing	  while	  sitting	  in	  a	  school	  desk.	  Within	  the	  sedentary	  composition	  of	  the	  classroom,	  it	  also	  makes	  sense	  to	  imagine	  the	  body	  as	  inscribed	  by	  culture,	  itself	  an	  extension	  of	  the	  writing/reading	  surfaces	  toward	  which	  we	  orient	  in	  schooled	  writing.	  The	  body	  is	  inscribed	  or	  written	  on	  by	  culture,	  as	  a	  blank	  slate.	  Or,	  in	  another,	  more	  subtle	  version,	  the	  body	  is	  produced	  through	  cultural	  practices.	  In	  the	  field	  of	  Composition,	  a	  ubiquitous	  frame	  for	  the	  body’s	  relation	  to	  language	  is	  inscription.	  It	  isn’t	  that	  the	  body	  has	  no	  reality	  outside	  our	  understanding	  in	  culture,	  but	  only	  that	  we	  have	  no	  access	  to	  it	  except	  through	  our	  conceptual,	  rhetorical	  minds.	  In	  Metaphors	  We	  Live	  By,	  George	  Lakoff	  and	  Mark	  Johnson	  posit	  that	  metaphors	  systematically	  organize	  our	  world	  and	  our	  experience	  of	  it.	  Since	  the	  book’s	  publication	  in	  1980,	  researchers	  in	  cognitive	  science,	  linguistics,	  psychology,	  and	  neuroscience	  have	  affirmed	  the	  theory	  of	  conceptual	  metaphor,	  the	  metaphorical	  nature	  of	  most	  language,	  as	  well	  as	  the	  suggestion	  that	  metaphor	  affects	  us	  physically.	  Researchers	  working	  with	  Lakoff’s	  Neural	  Theory	  of	  Language	  project	  at	  U.C.	  Berkley	  hypothesize	  that	  the	  brain	  enacts	  grasping,	  a	  motor	  response,	  when	  understanding	  grasping	  metaphors.	  Conceptual	  metaphor	  challenges	  inscription,	  suggesting	  that	  the	  body	  calls	  up	  the	  is	  of	  previous	  experience,	  even	  as	  the	  intellect	  frames	  experience	  in	  words	  that	  bear	  logical,	  semantic	  relationships.	  As	  any	  metaphor	  does,	  the	  inscription	  metaphor	  enables	  certain	  kinds	  of	  understanding	  and	  limits	  others.	  As	  it	  has	  become	  relatively	  hegemonic,	  it	  is	  also	  difficult	  to	  critique,	  even	  for	  those	  of	  us	  interested	  in	  shifting	  metaphors.	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The	  confluence	  of	  inscription	  and	  production	  metaphors	  is	  perhaps	  a	  development	  of	  “constructionist”	  trends	  within	  the	  “linguistic	  turn”	  in	  cultural	  theory.	  Notably,	  Judith	  Butler	  theorizes	  the	  performative	  materialization	  of	  the	  body,	  a	  “projected	  phenomenon”	  estranged	  from	  the	  “‘I’	  who	  claims	  it”	  in	  the	  continual	  process	  of	  identity	  formation	  (17).	  Rebecca	  Herzig	  charts	  the	  prominence	  of	  production	  metaphors	  in	  both	  gender	  theory	  and	  science	  and	  asks	  several	  pertinent	  questions	  relevant	  to	  the	  work	  of	  conceptualizing	  linguistic	  embodiment:	  “What	  would	  an	  account	  of	  science	  [or	  literacy	  or	  pedagogy]	  look	  like	  which	  did	  not	  presume	  the	  productivity	  of	  action,	  which	  was	  not	  averse	  to	  the	  prospect	  of	  
unproductive	  activity?	  Can	  we	  apprehend	  agency	  without	  presuming	  the	  ultimate	  productiveness	  of	  activity?”	  (139).	  It	  seems	  that	  as	  production	  crosses	  inscription	  the	  linguistic	  universe	  expands	  exponentially	  with	  the	  movements	  of	  our	  daily	  lives.	  When	  everything	  can	  be	  read	  –	  and	  must	  be	  read	  –	  rhetoricians,	  writing	  teachers,	  and	  their	  students	  have	  a	  lot	  of	  work	  to	  do.	  And	  if	  this	  work	  begins	  and	  ends	  with	  the	  symbolic,	  its	  negative	  function	  is	  likely	  to	  make	  all	  of	  us	  feel	  estranged	  from	  whatever	  material	  transformations	  we	  effect.	  Hegemonic	  metaphors	  like	  inscription	  and	  production	  are	  resilient;	  they	  are	  interdependent	  and	  interdisciplinary,	  and	  we	  integrate	  them	  materially	  into	  our	  everyday	  lives.	  What	  does	  it	  feel	  like	  to	  be	  an	  inscribed	  body	  as	  a	  teacher	  of	  writing?	  How	  do	  we	  respond	  affectively	  and	  physically	  to	  identity	  production	  and	  our	  responsibility	  to	  read	  and	  reread	  the	  effects	  of	  our	  actions?	  Can	  we	  imagine	  non-­‐productive	  enactment?	  Kristie	  Fleckenstein	  attempts	  this	  in	  Embodied	  Literacies,	  where	  she	  presents	  the	  body	  as	  having	  its	  own	  corporeal	  logic,	  is	  logic,	  as	  opposed	  to	  the	  as	  if	  logic	  of	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language.	  If	  I	  walk	  into	  a	  room	  and	  smell	  my	  mother’s	  kitchen,	  the	  room	  is	  my	  mother’s	  kitchen	  in	  my	  experience	  of	  it.	  I	  may	  then	  turn	  to	  my	  friend	  and	  represent	  the	  experience	  symbolically,	  saying:	  “I	  just	  felt	  as	  if	  I	  walked	  into	  my	  mother’s	  kitchen.”	  Fleckenstein	  cites	  Kenneth	  Burke’s	  concept	  of	  the	  “negative”	  in	  symbol	  systems,	  the	  idea	  that	  nature	  produces	  rather	  than	  negates.	  Nature	  affirms,	  even	  when	  dramatizing	  opposition	  or	  in	  outright	  destruction	  –	  a	  hiss,	  a	  bite,	  a	  hurricane.	  Symbol	  systems,	  on	  the	  other	  hand,	  work	  through	  substitution:	  the	  word	  bite	  is	  not	  a	  bite	  but	  rather	  substitutes	  for	  the	  phenomenal	  experience	  to	  conceptualize	  and	  to	  communicate.	  Fleckenstein	  argues	  that	  is	  and	  as	  if	  logics	  intertwine,	  and	  she	  attempts	  to	  characterize	  their	  working	  relationship	  through	  the	  metaphor	  of	  the	  double	  helix:	  “DNA	  does	  exist	  as	  a	  two-­‐dimensional	  code,	  but	  that	  code	  is	  incapable	  of	  initiating	  anything	  unless	  it	  is	  embedded	  within	  the	  materiality	  of	  an	  egg…So	  it	  is	  with	  imageword,	  while	  corporeal	  logic	  may	  exist,	  it	  cannot	  be	  known	  without	  language”	  (32).	  In	  order	  to	  show	  the	  dynamic	  interactivity	  between	  nonverbal	  images	  and	  the	  symbolism	  they	  evoke,	  Fleckenstein	  employs	  metaphor:	  imageword	  is	  DNA.	  In	  fact,	  linguistic	  embodiment	  is	  not	  DNA	  precisely	  because	  metaphor	  is	  a	  function	  of	  negative	  symbol	  systems.	  Celeste	  Condit	  explores	  the	  metaphor	  of	  DNA	  as	  “genetic	  code,”	  arguing	  that	  rather	  than	  understanding	  DNA	  as	  a	  two-­‐dimensional	  abstract	  code	  that	  is	  embedded	  in	  (one	  might	  say,	  inscribed	  on)	  materiality,	  scientific	  vocabulary	  more	  often	  characterizes	  DNA	  as	  a	  “complex	  set	  of	  material	  processes”	  that	  may	  be	  understood	  as	  more	  of	  a	  “coding	  system”	  (327).	  According	  to	  Condit,	  form	  relationships	  are	  already	  material	  in	  their	  intrinsic	  connection	  to	  function	  –	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that	  is,	  abstract	  DNA	  code	  does	  not	  exist.	  She	  writes:	  “no	  discrete	  object	  called	  ‘a	  gene’	  can	  be	  identified.	  Rather,	  ‘the	  gene’	  is	  a	  set	  of	  overlapping	  relationships	  between	  materials	  and	  forms	  that	  serve	  specific	  functions”	  (334).	  Fleckenstein’s	  use	  of	  textual	  metaphors	  in	  her	  explanation	  of	  DNA,	  as	  well	  as	  in	  assigning	  the	  body	  a	  “logic”	  –	  though	  her	  book	  largely	  articulates	  our	  enactment	  of	  images	  –	  highlights	  the	  difficulty	  of	  conceptualizing	  linguistic	  embodiment.	  DNA	  as	  process	  animates	  the	  double	  helix,	  which	  is	  more	  consistent	  with	  Fleckenstein’s	  mobius	  imageword.	  Language	  derives	  from	  material	  experience	  and	  affects	  us	  physically,	  even	  in	  its	  negative	  representations.	  The	  metaphorical	  shift	  from	  inscription	  to	  enactment	  seems	  an	  invitation	  to	  newly	  experience	  and	  understand	  our	  conceptual	  minds.	  Linguistic	  embodiment	  as	  
dynamic	  interactivity	  encourages	  us	  to	  consider	  affective	  and	  physical	  responses	  to	  the	  metaphors	  we	  use,	  as	  well	  as	  how	  attunement	  to	  these	  responses	  may	  generate	  different	  ways	  of	  knowing.	  The	  embodied	  nature	  of	  a	  writer’s	  knowledge	  and	  the	  embodiment	  of	  language	  itself	  are	  key	  to	  the	  expressionist	  perspective.	  A	  current	  example	  is	  Sondra	  Perl’s	  approach	  to	  “Felt	  Sense”:	  “Felt	  sense,	  then,	  is	  the	  physical	  place	  where	  we	  locate	  what	  the	  body	  knows.	  This	  knowing	  becomes	  clearer	  when	  the	  words	  come.	  But	  more	  often	  than	  not,	  this	  knowing	  is	  present	  before	  we	  have	  the	  words,	  before	  what	  we	  sense	  is	  expressed	  in	  language”	  (4).	  Embodied	  experience	  need	  not	  be	  equated	  with	  a	  foundational	  truth	  or	  self;	  it	  is	  a	  way	  of	  knowing	  and	  recognizing	  true	  expressions	  within	  a	  given	  situation.	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In	  recent	  counter-­‐histories,	  a	  dialectical	  relationship	  between	  experience	  and	  discourse	  may	  be	  seen	  to	  emerge	  with	  expressionism.	  Hawk	  is	  able	  to	  divide	  expressivists	  from	  expressionists,	  linking	  the	  former	  with	  notions	  of	  a	  fixed	  self	  and	  established	  truth	  and	  showing	  the	  latter	  to	  trace	  back	  to	  Coleridge’s	  situational	  dialectic,	  what	  I	  might	  refer	  to	  as	  a	  dialectic	  with	  the	  non-­‐dialectizeable	  or	  the	  surround.	  Hawk	  eventually	  shows	  expressionists	  like	  Peter	  Elbow	  to	  bear	  some	  similarity	  to	  social	  constructionists	  through	  this	  emphasis	  on	  situated	  knowledge.	  Hawk	  links	  expression	  to	  a	  Deleuzian	  notion	  of	  assemblage	  –	  he	  decenters	  the	  subject,	  dispenses	  with	  dialectic,	  and	  highlights	  the	  complex	  ecologies	  of	  the	  pre-­‐individual	  and	  the	  posthuman.	  Many	  articulations	  of	  expression	  are	  linked	  to	  creativity	  or	  divergence,	  which	  I	  have	  framed	  as	  the	  problem	  of	  composition:	  how	  does	  newness	  emerge	  in	  schooled	  writing,	  and	  will	  we	  notice	  it	  when	  it	  does?	  Recently,	  Sherrie	  Gradin	  complicates	  a	  simplistic	  rendering	  of	  expressionism	  by	  tracing	  the	  “shared	  history	  between	  social-­‐constructivist	  theories	  and	  expressive	  theories”	  (Hawk	  89).	  Hawk’s	  own	  project	  develops	  a	  theoretical	  history	  of	  vitalism	  in	  composition,	  beginning	  with	  Berlin’s	  reading	  of	  the	  dialectic	  in	  the	  work	  of	  Samuel	  Taylor	  Coleridge.	  Hawk	  turns	  to	  Geoffrey	  Sirc’s	  English	  Composition	  as	  a	  Happening,	  which	  recuperates	  the	  “method”	  of	  Robert	  Coles	  (whom	  Berlin	  listed	  among	  expressionists)	  and	  emphasizes	  “designing	  occasions	  as	  a	  predominant	  aspect	  of	  composition	  pedagogy	  and	  inventional	  heuristics”	  (249).	  Hawk’s	  emphasis	  on	  experience	  would	  be	  “posthumanist,”	  embedded	  in	  the	  Deleuzian	  body-­‐without-­‐organs,	  rather	  than	  the	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authentic	  self	  (248).2	  The	  above	  dialectic	  settles	  on	  expression	  as	  a	  point	  of	  departure	  for	  further	  pedagogical	  use	  and	  inquiry.	  In	  my	  writing	  classes,	  I	  introduce	  evocative	  objects	  in	  order	  to	  access	  the	  dynamic	  interactivity	  Fleckenstein	  indicates	  with	  imageword,	  moving	  from	  expression	  through	  metaphor	  and	  back	  to	  embodied	  experience.	  As	  conceptual	  metaphors,	  evocative	  objects	  are	  positioned	  between	  individual	  and	  collective	  meaning-­‐making,	  embodied	  experience	  and	  language	  use,	  personal	  investment	  and	  cultural	  inheritance.	  In	  order	  to	  understand	  the	  relationship	  between	  embodied	  experience	  and	  consciousness,	  I	  return	  to	  expressionist	  pedagogies	  uncoupled	  from	  their	  emphasis	  on	  an	  authentic	  self.	  
Evocative	  Object	  Pedagogy	  Evocative-­‐object	  pedagogy	  may	  be	  one	  way	  to	  promote	  inquiry	  into	  the	  nexus	  between	  individual	  and	  collective	  interpellation,	  the	  dialectizable	  and	  the	  non-­‐dialectizable,	  the	  verbally	  conscious	  and	  non-­‐verbal	  sociality.	  Evocative	  objects	  may	  be	  experienced	  through	  the	  body	  inductively.	  Yet,	  such	  objects	  also	  function	  as	  conceptual	  metaphors	  that	  organize	  meaning,	  individually	  and	  collectively.	  For	  Fredric	  Jameson,	  the	  mediation	  of	  daily	  life	  constitutes	  only	  the	  first	  half	  and	  main	  body	  of	  Althusser’s	  “Ideology”	  (337).	  Together	  with	  interpellation,	  a	  rather	  late	  development,	  Althusser’s	  Ideological	  State	  Apparatuses	  (ISA)	  dramatize	  “‘the	  two	  halves	  that	  don’t	  add	  up,’	  namely	  the	  theory	  of	  institutions	  and	  the	  theory	  of	  subject-­‐positions”	  (354).	  This	  “transformation	  of	  an	  individual	  body	  into	  a	  collective	  phenomenon”	  –	  “the	  Marxian	  version	  of	  the	  old	  mind/body	  problem”	  –	  “marks	  a	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genuine	  dialectical	  leap”	  (Jameson	  340).	  According	  to	  Althusser’s	  “Ideology,”	  we	  do	  not	  become	  “dialectically	  engaged	  subjects	  rather	  than	  simple	  interpellated	  subjects”	  through	  reading	  and	  writing	  (Berlin,	  qtd	  in	  Hawk	  74).	  We	  actively	  engage	  our	  interpellation	  in	  every	  social	  and	  material	  practice	  of	  our	  daily	  lives,	  including	  the	  institutionalization	  of	  our	  educational	  experiences	  and	  increasingly	  through	  the	  most	  micro-­‐levels	  of	  experience,	  the	  production	  of	  affect.	  This	  dialectical	  leap	  between	  micro	  and	  macro,	  the	  individual	  and	  the	  collective,	  challenges	  our	  capacity	  to	  know	  and	  to	  find	  words	  for	  our	  experience	  in	  culture.	  Jameson’s	  recent	  book	  on	  dialectic	  deciphers	  misreadings	  of	  Althusserian	  interpellation	  and	  their	  dialectical	  (ultimately	  ideological)	  effects.	  Interpellation,	  first	  conceptualized	  by	  Althusser	  in	  “Ideology	  and	  Ideological	  State	  Apparatuses,”	  marks	  a	  significant	  “rethinking	  of	  the	  traditional	  Marxist	  conception	  of	  ideology”	  in	  the	  way	  that	  it	  emphasizes	  ideological	  production	  through	  “various	  levels	  of	  social	  life,”	  through	  everyday	  experiences	  in	  the	  “pedagogical	  and	  formative	  machineries”	  of	  schools,	  families,	  and	  churches	  (Jameson	  336–37).	  As	  Jameson	  indicates	  in	  his	  analysis	  of	  Althusser,	  our	  interpellations	  are	  not	  the	  least	  desirable	  alternatives	  to	  be	  expelled	  by	  individuals	  in	  becoming	  active	  subjects.	  Interpellation	  is	  not	  something	  we	  can	  choose	  to	  opt	  out	  of,	  no	  matter	  our	  rhetorical	  skills.	  However,	  Hawk’s	  counter-­‐interpretation	  of	  Berlin	  is	  suggestive:	  subject	  positions	  may	  not	  be	  free	  but	  still	  a	  matter	  of	  choice	  (Hawk	  83).	  This	  posits	  a	  (not)self	  that	  can	  act	  on	  power	  through	  language.	  The	  (not)self	  is	  known	  by	  affective	  listening	  and	  then	  informs	  rhetorical	  choice.	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By	  moving	  through	  the	  (not)self	  of	  the	  object,	  and	  returning	  to	  expression,	  writing	  with	  objects,	  we	  enact	  the	  assemblage	  of	  subjectivity	  and	  may	  have	  more	  agency	  in	  affecting	  writing	  ecologies.	  In	  the	  field	  of	  composition	  and	  rhetoric,	  the	  choice	  to	  write	  and	  teach	  with	  objects	  cannot	  be	  a	  casual	  one.	  The	  field	  still	  presumes	  that	  expression	  necessitates	  a	  human	  audience	  and	  a	  heuristic	  in	  human	  symbol	  systems.	  Further,	  the	  textualizing	  force	  of	  cultural	  construction	  and	  the	  dialectical	  structure	  of	  analytical	  thought	  in	  speech	  and	  writing	  push	  materiality	  and	  affect	  to	  the	  periphery	  of	  negative	  symbolic	  structures,	  the	  non-­‐discursive	  (Horner),	  non-­‐dialectical	  (Vitanza),	  non-­‐hermeneutical	  (Davis,	  “Addressing”).	  We	  hesitate	  before	  object-­‐oriented	  inquiry.	  However,	  as	  Scott	  Barnett	  writes,	  material	  objects	  may	  be	  seen	  among	  the	  “missing	  masses”	  in	  rhetoric	  and	  composition,	  among	  “technology,	  the	  body,	  space	  and	  place,	  and	  the	  natural	  world”:	  not	  separate	  or	  merely	  additional	  constituents	  in	  rhetorical	  situations,	  these	  materialities	  and	  their	  intertwinings	  constitute	  our	  reality…in	  ways	  that	  fundamentally	  shape	  our	  very	  senses	  of	  what	  writing	  means	  and	  how	  we	  practice	  and	  teach	  writing	  in	  the	  world	  today.	  (“Toward”)3	  	  When	  not	  presented	  as	  cultural	  texts,	  objects	  can	  seem	  irrelevant	  to	  writing	  studies.	  Though	  such	  surfaces	  and	  our	  own	  bodies	  are	  always	  there	  when	  we	  write,	  we	  tend	  to	  focus	  on	  words	  and	  their	  meanings.	  When	  teaching	  the	  evocative-­‐object	  essay,	  I	  use	  the	  school	  desk	  as	  an	  example.	  There	  are	  few	  objects	  that	  are	  felt	  to	  be	  so	  clearly	  influential	  and	  pervasively	  evocative	  within	  classroom	  environments.	  The	  school	  desk	  is	  a	  pervasive	  conceptual	  metaphor,	  a	  cultural	  icon	  for	  education	  that	  obscures	  the	  bodily	  labor	  of	  learning.	  At	  present,	  the	  image	  of	  an	  empty,	  industrial	  plastic	  and	  metal	  school	  desk	  symbolizes	  educational	  institutions	  and	  their	  relative	  success	  or	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failure,	  issues	  of	  equity	  and	  opportunity,	  and	  approaches	  to	  education	  that	  promote	  direct	  instruction,	  standardization,	  testing,	  and	  individualism.	  Older	  designs	  –	  boxy	  metal	  chair	  with	  open	  belly	  and	  laminate	  wooden	  tray,	  heavy	  pelican	  top	  with	  hinged	  surface,	  sculpted	  wood	  with	  ornate	  iron	  –	  call	  up	  narratives	  of	  collective	  social	  and	  material	  histories,	  cultural	  memories.	  These	  iconic	  images	  do	  not	  just	  represent	  educational	  history.	  They	  require	  us	  to	  enact	  bodily	  memories.	  Their	  directional	  influence	  on	  the	  muscles	  and	  nervous	  systems	  from	  which	  we	  derive	  our	  metaphors	  for	  education	  may	  be	  seen	  as	  a	  cultural	  inheritance	  ritualized	  by	  bodies,	  for	  generations,	  since	  the	  advent	  of	  compulsory	  schooling.	  
	  Figure	  4.1.	  Duck	  and	  Cover.	  The	  cold	  war	  film	  Duck	  and	  Cover,	  produced	  by	  the	  US	  Federal	  Civil	  Defense	  Administration	  in	  1951,	  now	  names	  the	  generation	  of	  school	  children	  for	  whom	  the	  drill	  of	  making	  a	  school	  desk	  into	  a	  bomb	  shelter	  became	  a	  ritualized	  practice.	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  Figure	  4.2.	  The	  act	  of	  doodling	  on	  a	  school	  desk	  signifies	  more	  than	  the	  words	  written.	  It	  threatens	  the	  institution	  of	  compulsory	  schooling	  (Monahan).	  
	  Before	  writing	  and	  reading	  about	  the	  history	  of	  the	  school	  desk,	  I	  have	  students	  write	  about	  their	  experiences	  in	  classroom	  spaces	  and	  about	  their	  own	  evocate	  objects.	  From	  writing	  about	  embodied	  experiences,	  we	  identify	  cultural	  metaphors	  and	  collective	  cultural	  experiences.	  This	  process	  also	  engages	  three	  texts.	  Sherry	  Turkle’s	  Evocative	  Objects:	  Things	  We	  Think	  With,	  is	  a	  collection	  of	  short	  essays,	  each	  organized	  around	  an	  object,	  each	  integrating	  personal	  narrative	  and	  research	  on	  the	  history	  and	  cultural	  significance	  of	  an	  object.	  The	  collection	  contains	  a	  critical	  essay	  on	  the	  theorization	  of	  evocative	  objects,	  as	  well,	  which	  we	  read	  closely	  to	  develop	  an	  understanding	  of	  what	  makes	  an	  object	  evocative.	  Objectified,	  a	  documentary	  about	  the	  process	  of	  designing	  and	  marketing	  objects	  approaches	  objects	  from	  the	  perspective	  of	  cultural	  use,	  meanings,	  and	  history,	  which	  helps	  students	  think	  about	  the	  cultural	  texts	  –	  films,	  songs,	  advertisements	  –	  that	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represent	  their	  evocative	  objects,	  how	  they	  have	  drawn	  from	  these	  meanings,	  and	  whether	  they	  resist	  them.	  The	  documentary	  also	  interviews	  several	  designers	  who	  describe	  their	  creative	  processes,	  moving	  from	  materials,	  need,	  and	  trained	  knowledge	  to	  come	  up	  with	  new	  ideas	  through	  collaboration	  and	  play.	  “Consumed,”	  a	  New	  York	  Times	  column	  by	  Rob	  Walker,	  analyzes	  products	  and	  services	  that	  become	  fads,	  part	  of	  our	  daily	  lives,	  and	  imagined	  needs.	  Walker	  selects	  one	  product	  or	  service	  for	  the	  focus	  of	  each	  column	  and	  provides	  its	  history.	  We	  look	  at	  one	  of	  these	  articles	  in	  conversation	  with	  the	  documentary.	  Students	  explore	  the	  column	  on	  their	  own	  and	  bring	  in	  an	  article	  they	  find	  interesting	  for	  class	  discussion.	  Students	  eventually	  write	  their	  own	  evocative-­‐object	  essays.	  In	  their	  article,	  “Evocative	  Objects:	  Reflections	  on	  Teaching,	  Learning,	  and	  Living	  in	  Between,”	  Doug	  Hesse,	  Nancy	  Sommers,	  and	  Kathleen	  Blake	  Yancey	  offer	  the	  evocative	  object	  essay	  as	  a	  model	  for	  research	  and	  pedagogy	  that	  may	  complement	  current	  approaches	  to	  academic	  writing.	  Their	  inquiries	  present	  multimodal	  texts	  that	  analyze	  photographs,	  maps,	  letters,	  and	  narrations	  from	  personal	  and	  family	  history	  (at	  a	  recent	  CCCC,	  Hesse	  sang	  songs)	  to	  ask	  critical	  questions	  about	  pervasive	  metaphors	  for	  meaning-­‐making,	  the	  relationship	  between	  language	  and	  materiality	  within	  social	  networks,	  interpretive	  strategies,	  and	  academic/professional	  identities.	  The	  evocative-­‐object	  essay’s	  reciprocal	  feedback	  loop	  between	  individual	  and	  cultural	  meaning-­‐making	  helps	  students	  explore	  how	  “spaces	  extend	  bodies	  and	  bodies	  extend	  spaces,”	  the	  “impressions	  acquired	  by	  surfaces,”	  the	  way	  “surfaces	  of	  social	  as	  well	  as	  bodily	  space	  ‘record’	  the	  repetition	  of	  acts”	  (Ahmed	  135).	  Beyond	  writing	  about	  embodied	  experience	  and	  evocative	  objects,	  beyond	  understanding	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cultural	  metaphor,	  I	  want	  students	  to	  be	  able	  to	  impress	  the	  surface	  of	  the	  classroom.	  I	  continue	  to	  imagine	  opportunities	  to	  invite	  impression,	  from	  art	  projects	  and	  multi-­‐modal	  compositions	  to	  wandering	  writing	  and	  performance.	  Though	  I	  believe	  each	  attempt	  encourages	  awareness	  of	  embodied	  patterning,	  it	  does	  not	  necessarily	  intervene	  in	  the	  ritualized	  practices	  of	  institutionalized	  composition.	  Recently,	  I	  acquired	  nine	  old	  school	  desks	  to	  be	  used	  as	  “desk	  art.”	  Though	  the	  desk-­‐art	  project	  contributed	  to	  a	  lively	  group	  dynamic,	  it	  did	  not	  necessarily	  disturb	  the	  institutionalized	  writing	  ecology	  for	  all	  students.	  For	  most	  students,	  it	  was	  another	  assignment,	  designed	  by	  a	  teacher,	  completed	  in	  a	  classroom.	  One	  student	  told	  me,	  we	  write	  on	  desks	  with	  pencil	  to	  erase	  it,	  no	  record.	  However,	  another	  student	  did	  use	  the	  desk	  project	  to	  alter	  the	  ecology	  of	  the	  classroom.	  He	  took	  the	  desktop	  home	  with	  him	  and	  stayed	  through	  the	  next	  period	  to	  carve	  into	  his	  group’s	  surface	  the	  image	  of	  a	  mountain,	  a	  small	  climber,	  and	  a	  larger	  hand,	  reaching	  into	  the	  space,	  holding	  a	  coin	  between	  two	  fingers.	  One	  of	  the	  other	  members	  of	  the	  group	  wrote	  on	  the	  side	  of	  the	  desk,	  “society	  is	  a	  prison,”	  which	  seemed	  to	  be	  at	  the	  edge	  of	  the	  mountain	  for	  the	  first	  student,	  too.	  In	  an	  earlier	  sketch	  of	  desktop	  graffiti,	  he	  had	  drawn	  an	  image	  of	  a	  figure	  behind	  bars.	  He	  wrote	  an	  essay	  about	  gun	  laws,	  referencing	  one	  of	  his	  cousins,	  who	  had	  been	  killed	  in	  a	  drive-­‐by	  shooting.	  In	  a	  researched	  essay,	  he	  wrote	  about	  living	  in	  a	  racist	  world	  as	  a	  black	  man,	  the	  experience	  of	  Dubois’s	  double-­‐consciousness.	  However,	  he	  shook	  his	  head	  when	  he	  saw	  the	  prison	  image	  on	  the	  side	  of	  the	  desk.	  When	  I	  asked	  him	  why	  he	  worked	  so	  hard	  on	  his	  own	  carving,	  he	  said	  that	  he	  had	  envisioned	  something	  special	  and	  detailed	  and	  that	  he	  wanted	  to	  be	  noticed,	  to	  get	  ahead.	  He	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did	  not	  want	  the	  prison	  image	  alongside	  his	  mountain,	  but	  he	  didn’t	  remove	  it	  either.	  Students	  in	  his	  class	  and	  in	  the	  class	  that	  followed	  noticed	  him	  staying	  late	  to	  work	  on	  the	  project,	  noticed	  him	  taking	  the	  project	  home,	  choices	  no	  one	  else	  was	  making,	  choices	  I	  had	  not	  offered.	  The	  student	  explained	  that	  he	  wanted	  to	  carve	  into	  the	  desk	  more	  deeply,	  which	  was	  very	  difficult,	  even	  with	  the	  class	  time	  and	  Dremels	  provided.	  None	  of	  the	  above	  explanations	  can	  encapsulate	  this	  student’s	  motivation,	  its	  effect,	  or	  its	  metaphorical	  significance.	  He	  knew	  he	  wanted	  to	  make	  a	  deeper	  cut	  than	  he	  could	  achieve	  during	  class	  time.	  
	  Figure	  4.3.	  A	  student’s	  work	  involved	  cutting	  into	  the	  laminate	  desktop.	  He	  had	  envisioned	  engraving	  each	  of	  the	  sketched	  lines.	  	   This	  student’s	  embodied	  knowledge	  informed	  his	  motivation	  to	  create	  a	  material	  effect	  on	  the	  surface	  of	  the	  school	  desk,	  as	  well	  as	  an	  effect	  on	  the	  writing	  ecologies	  of	  both	  classes.	  How	  did	  he	  choose	  this	  intervention,	  and	  why	  did	  he	  think	  
	  	  113 
his	  choices	  would	  be	  noticed?	  His	  own	  practice	  of	  coming	  to	  class	  and	  staying	  the	  required	  amount	  of	  time	  to	  earn	  credit	  renewed	  the	  value	  of	  the	  classroom	  and	  its	  furniture,	  legitimated	  the	  attendance	  policy.	  No	  one	  told	  him	  he	  couldn’t	  stay	  into	  the	  next	  class	  time	  or	  bring	  a	  piece	  of	  the	  class	  project	  home	  for	  awhile.	  These	  choices	  seemed	  strange	  –	  their	  use	  value	  could	  not	  be	  reduced	  to	  the	  exchange	  value	  of	  earning	  course	  credit.	  Further,	  this	  student’s	  desire	  to	  be	  noticed	  may	  have	  been	  a	  response	  to	  the	  absent	  presence	  of	  his	  regular	  attendance	  as	  a	  black	  male	  at	  a	  predominantly	  white	  university.	  In	  conversation,	  the	  student	  had	  told	  me	  that	  he	  often	  felt	  ignored	  on	  campus.	  He	  would	  walk	  by	  white	  students	  and	  say,	  “Hi,”	  and	  get	  no	  greeting	  back.	  By	  becoming	  an	  unusual	  presence	  in	  both	  classes,	  his	  black	  body	  took	  up	  more	  space	  and	  time	  than	  the	  bodies	  of	  other	  students.	  He	  may	  not	  have	  thought	  about	  the	  connections	  I	  am	  making	  here.	  However,	  he	  must	  have	  known	  them	  on	  some	  level.	  The	  object	  of	  the	  school	  desk	  and	  the	  patterned	  practices	  of	  attendance	  became	  fulcrums	  for	  his	  bodily	  assertion	  of	  presence	  within	  institutional	  space	  and	  indicated	  metaphorically	  interventions	  in	  ritualized	  classroom	  practice.	  I	  use	  the	  evocative-­‐object	  essay	  to	  increase	  awareness	  of	  embodied	  metaphors,	  to	  move	  between	  individual	  and	  cultural	  histories	  in	  class	  discussion,	  and	  to	  encourage	  students	  to	  analyze	  their	  affective	  investments	  in	  material	  spaces,	  how	  they	  draw	  from	  cultural	  narratives	  and	  how	  they	  resist	  them.	  Rather	  than	  simply	  a	  verbal	  construct,	  interpellation	  is	  also	  an	  embodied	  response	  –	  a	  spatially	  situated	  turn.	  In	  the	  way	  it	  helps	  students	  understand	  and	  express	  their	  own	  investment	  in	  cultural	  interpellations,	  evocative-­‐object	  pedagogy	  may	  be	  understood	  as	  an	  extension	  of	  critical	  pedagogy.	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Writing	  about	  educational	  object-­‐orientations	  might	  be	  considered	  closest	  to	  literacy	  narratives.	  In	  writing	  about	  their	  experiences	  with	  education,	  students	  are	  more	  able	  to	  understand	  the	  individual	  expression	  of	  their	  cultural	  positioning	  in	  the	  classroom.	  From	  here,	  they	  may	  revise	  this	  positioning,	  which	  has	  implications	  in	  everyday	  practice.	  The	  difference	  in	  working	  with	  object-­‐orientations	  is	  that	  students	  first	  inquire	  into	  embodied	  experience	  in	  the	  present	  moment.	  Experience	  may	  present	  contradictions,	  associations	  that	  reach	  beyond	  the	  common-­‐sense	  frames	  of	  cultural	  narratives	  and	  symbolism.	  Further,	  the	  object	  affects	  us	  in	  different	  ways	  at	  different	  moments,	  calling	  up	  the	  surround	  of	  the	  writing	  event.	  As	  they	  become	  more	  conscious	  of	  object-­‐orientations,	  students	  may	  become	  aware	  of	  possibilities	  they	  subtract	  from	  through	  their	  everyday	  practice	  in	  education.	  They	  may	  decide	  to	  make	  subtle	  shifts	  in	  this	  patterning	  at	  the	  level	  of	  physical	  practice	  and	  the	  embodied	  enactment	  of	  cultural	  metaphors.	  In	  this	  process,	  students	  may	  witness	  the	  differing	  affectivity	  of	  the	  object	  over	  time,	  and	  in	  the	  process	  of	  intervention.	  In	  addition	  to	  understanding	  the	  nonverbal	  sociality	  of	  their	  experiences	  and	  the	  way	  it	  indicates	  cultural	  metaphors,	  I	  also	  encourage	  students	  to	  increase	  awareness	  of	  body	  and	  mind	  to	  find	  possibilities	  for	  impression.	  In	  this,	  I	  depart	  from	  critical	  pedagogy	  and	  incorporate	  contemplative	  practice	  and	  creativity	  theory.	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Contemplative	  Practice	  and	  Creativity	  Though	  critical	  and	  contemplative	  practices	  converge	  in	  many	  ways,	  not	  the	  least	  in	  their	  overlapping	  metaphors,	  contemplative	  practice	  differs	  from	  what	  has	  become	  known	  as	  critical	  literacy	  in	  several	  ways.	  First,	  writing	  as	  contemplative	  practice	  begins	  with	  embodied	  awareness	  and	  observation,	  not	  necessarily	  reading	  and	  writing.	  This	  observation	  requires	  a	  more	  diffuse	  than	  pointed	  attention	  and	  a	  kind	  of	  relaxation.	  The	  mind	  observes	  language,	  concepts,	  and	  emotions	  as	  thought	  fluctuations	  and	  works	  to	  accept	  their	  instability.	  Writing	  as	  contemplative	  practice	  emphasizes	  the	  limitations	  of	  language,	  the	  mind’s	  tendency	  to	  reiterate	  thought	  patterns	  in	  the	  interest	  of	  establishing	  a	  projected	  self.	  Suspending	  the	  linguistic	  imperative,	  Eve	  Kosofsky	  Sedgwick	  writes	  that	  skillful	  language	  operates	  as	  “‘the	  finger	  that	  points	  to	  the	  moon’”	  (170).	  The	  Buddhist	  pedagogical	  technique,	  “pointing	  at	  the	  moon,”	  Sedgwick	  calls	  “failed	  pedagogy,”	  which	  she	  says,	  “opens	  on	  a	  range	  of	  issues	  about	  both	  language	  and	  the	  nonlinguistic”	  (168).	  Through	  their	  very	  indicative	  function,	  teachings	  negate	  the	  moon	  and	  affirm	  the	  representational	  function	  of	  language.	  But	  to	  confuse	  the	  finger	  with	  the	  moon	  itself,	  or	  even	  to	  ask	  what	  the	  moon	  means	  without	  the	  finger	  that	  points	  to	  it,	  sends	  one	  in	  a	  senseless	  circle.	  As	  failed	  pedagogy,	  “pointing	  at	  the	  moon”	  interests	  me	  first	  because	  it	  is	  inherently	  conscious	  of	  its	  negative	  function	  and	  of	  the	  confusion	  it	  breeds.	  Secondly,	  by	  confusing	  the	  conceptual	  mind	  it	  shows	  the	  mind	  to	  itself.	  Margaret	  Atwood	  writes:	  You	  begin	  this	  way	  This	  is	  your	  hand	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…	  The	  word	  hand	  anchors	  Your	  hand	  to	  this	  table,	  Your	  hand	  is	  a	  warm	  stone	  I	  hold	  between	  two	  words.	  	  When	  I	  integrate	  contemplative	  practice	  into	  my	  first-­‐year	  writing	  classes,	  inquiry	  involves	  embodied	  listening.	  We	  begin	  with	  our	  hands.	  We	  feel	  the	  temperature	  of	  our	  hands	  as	  they	  rest	  on	  desktops	  and	  on	  our	  laps.	  We	  feel	  the	  sensations	  of	  opening	  them	  wide	  and	  taking	  up	  a	  pen.	  We	  begin	  to	  notice	  our	  affective	  responses	  to	  hand	  movements,	  and	  we	  check	  in	  with	  our	  hands	  as	  we	  use	  them	  to	  write.	  We	  shake	  hands	  and	  examine	  the	  look	  and	  feel	  of	  all	  the	  hands	  in	  the	  class.	  Then	  we	  close	  our	  eyes	  and	  observe	  our	  minds,	  the	  ceaseless	  flow	  of	  ideas,	  sensations,	  emotions,	  responses	  to	  place.	  We	  allow	  an	  image	  of	  hands	  to	  come	  to	  mind	  and	  begin	  to	  write	  about	  these	  hands.	  Some	  students	  write	  hand	  poems	  in	  class	  that	  gradually	  morph	  into	  essays.	  In	  reflection	  on	  this	  process,	  one	  student	  writes:	  It	  started	  forming	  in	  class,	  but	  much	  differently	  than	  my	  previous	  writings.	  I	  couldn’t	  put	  my	  feelings	  into	  complete	  sentences,	  so	  I	  began	  writing	  random	  thoughts	  down.	  It	  began	  to	  form	  a	  poem.	  After	  revising	  this	  poem	  over	  and	  over,	  I	  was	  able	  to	  convert	  each	  line	  into	  a	  sentence,	  then	  break	  them	  into	  paragraphs,	  which	  (without	  realizing	  it)	  formed	  a	  paper	  that	  included	  all	  the	  elements	  it	  needed.	  	  As	  metaphors	  emerge,	  language	  shows	  the	  mind	  to	  itself.	  One	  practices	  an	  inquisitive	  mentality	  to	  witness	  the	  associative	  thought	  patterns	  connected	  to	  emergent	  metaphors,	  which	  requires	  a	  deep	  awareness	  of	  emotional	  patterns.	  Metaphors	  shift	  and	  become	  contradictory,	  and	  this	  is	  taken	  as	  part	  of	  the	  process,	  part	  of	  the	  nature	  of	  mind,	  and	  part	  of	  language.	  The	  dynamic	  interactivity	  of	  Fleckenstein’s	  imageword	  becomes	  relevant	  as	  students	  play	  with	  multi-­‐modal	  forms.	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For	  a	  mixed-­‐modality	  project,	  one	  student	  presented	  “Walking	  Drum,”	  a	  forty-­‐five-­‐second	  movie	  composed	  of	  386	  pictures	  joined	  to	  show	  his	  djembe	  drum	  spinning	  around	  the	  dorm	  lounge	  and	  down	  the	  hall	  to	  a	  door	  behind	  which	  he	  waits.	  The	  original	  score,	  composed	  with	  the	  Garage	  Band	  program,	  intensifies	  as	  the	  door	  opens	  and	  the	  student	  begins	  to	  play	  the	  drum.	  He	  then	  leans	  back	  in	  a	  fluid	  motion	  and	  overturns	  the	  drum	  with	  his	  foot,	  from	  which	  it	  spins	  upside-­‐down	  to	  the	  center	  of	  the	  room	  and	  stops.	  Colored	  scarves	  burst	  forth	  from	  its	  base,	  and	  then	  return	  to	  their	  source,	  followed	  by	  the	  camera,	  which	  travels	  into	  the	  hollow,	  spiraling	  base,	  and	  then	  fades	  to	  black.	  In	  the	  student’s	  words,	  “The	  video	  was	  the	  materialization	  of	  the	  beat	  from	  the	  drum,	  with	  the	  staccato	  picture	  trail	  being	  similar	  to	  the	  beat	  of	  the	  djembe”:	  The	  reverberation	  comes	  from	  the	  downward	  motion	  of	  the	  hand	  on	  the	  drum	  pushing	  air	  out	  of	  the	  base	  and	  then	  back	  again	  when	  the	  displaced	  air	  goes	  back	  into	  the	  drum.	  If	  it	  makes	  sense,	  the	  scarves	  represent	  this	  process,	  just	  physically.	  I	  did	  this	  visually	  in	  the	  video	  with	  the	  staccato	  timing	  of	  the	  pictures,	  the	  repetition	  being	  the	  beat	  of	  the	  drum	  and	  the	  pictures	  being	  the	  tones	  of	  the	  drum…if	  I	  had	  made	  the	  video	  with	  a	  higher	  frame	  rate	  the	  allusion	  to	  the	  drum	  would	  be	  lost.	  	  In	  conversation	  about	  “Walking	  Drum,”	  the	  student	  elaborated	  on	  the	  “staccato”	  effect,	  saying	  it	  changes	  one’s	  experience	  of	  time:	  out	  of	  the	  “instantaneous,”	  we	  are	  forced	  to	  inhabit	  both	  the	  pictures	  and	  “the	  process	  between	  the	  pictures.”	  Through	  contemplative	  practice,	  students	  slow	  ritualized	  patterning	  and	  become	  more	  aware	  of	  embodied,	  affective	  responses	  in	  interpreting	  and	  making	  meaning.	  This	  leads	  to	  an	  experimentation	  with	  forms	  for	  expression,	  their	  affectivity,	  as	  well	  as	  symbolism.	  Another	  student,	  reading	  the	  New	  York	  Times,	  clipped	  all	  the	  headlines	  that	  began	  in	  the	  letters	  of	  her	  name	  to	  represent	  what	  she	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called	  our	  everyday	  “perceptive	  filters”	  the	  ways	  we	  “close	  ourselves	  off	  to	  others’	  realit[ies]”:	  Every	  day	  I	  open	  my	  eyes	  and	  attempt	  to	  close	  them	  once	  more…I	  see,	  I	  see,	  the	  crumbling	  democracy,	  the	  killing,	  lax,	  corruption,	  lack	  of	  knowledge,	  and	  worse	  the	  one	  that	  hurts	  the	  most	  the	  lack	  of	  love.	  Is	  it	  human	  nature	  to	  have	  an	  agenda	  or	  is	  it	  nurtured	  by	  our	  present	  society?	  	  In	  class,	  she	  talked	  about	  how	  her	  own	  identity	  is	  created	  through	  filters	  like	  newspapers,	  with	  which	  she	  interacts	  through	  her	  own	  everyday	  rituals.	  We	  choose	  whatever	  filters	  and	  headlines	  attract	  our	  sense	  of	  place	  and	  memory	  –	  here	  The	  
New	  York	  Times	  and	  her	  name.	  After	  observing	  their	  literacy	  rituals	  and	  their	  own	  minds,	  students	  craft	  representations	  of	  process	  and	  identity,	  metaphors	  emerging	  –not	  as	  cultural	  clichés	  they	  must	  support	  with	  concrete	  description	  –	  but	  as	  organizing	  principles	  that	  position	  them	  in	  their	  worlds	  and	  return	  to	  their	  hands,	  their,	  eyes,	  and	  their	  hearts.	  Sitting	  meditation;	  edgy,	  evocative	  music;	  the	  waft	  of	  burning	  incense	  floating	  overhead:	  “I	  want	  to	  reflect	  on	  the	  novel	  textures	  that	  might	  be	  brought	  to	  Composition’s	  current	  course	  designs,	  the	  possibilities	  that	  exist	  for	  altering	  the	  conventional	  spaces	  of	  a	  writing	  classroom,	  allowing	  the	  inhabitants	  a	  sense	  of	  the	  sublime,	  making	  it	  a	  space	  no	  one	  wants	  to	  leave,	  a	  happening	  space”	  (Sirc	  1).	  In	  his	  critique	  of	  educational	  formalism,	  Geoffrey	  Sirc	  quotes	  Jerry	  Farber:	  But	  why	  those	  chairs	  at	  all?	  Why	  forty	  identical	  desk-­‐chairs	  in	  a	  bleak,	  ugly	  room?	  Why	  should	  school	  have	  to	  remind	  us	  of	  jail	  or	  the	  army?...You	  know,	  wherever	  I’ve	  seen	  classrooms,	  from	  UCLA	  to	  elementary	  schools	  in	  Texas,	  it’s	  always	  the	  same	  stark	  chamber.	  The	  classrooms	  we	  have	  are	  a	  nationwide	  chain	  of	  mortuaries.	  What	  on	  earth	  are	  we	  trying	  to	  teach?	  (Farber	  in	  Sirc	  6).	  	  
	  	  119 
Sirc	  pits	  his	  hope	  for	  a	  “radically	  de-­‐determined	  ambient	  interaction	  with	  cultural	  information”	  against	  the	  modernist	  formalism	  that	  characterizes	  current	  disciplinary	  practices	  of	  composition	  writing.	  Students	  write	  formulaic	  essays	  in	  which	  they	  rehearse	  disciplinary	  conventions,	  “not	  in	  order	  to	  subvert	  the	  discipline	  but	  to	  entrench	  it	  more	  firmly,”	  which	  positions	  them	  in	  an	  ostensibly	  critical	  relation	  to	  what	  has	  come	  before	  but	  without	  the	  possibility	  of	  saying	  anything	  new,	  without	  the	  possibility	  to	  change	  the	  conversation	  or	  to	  be	  changed	  by	  the	  agency	  of	  the	  creative	  process	  (40).	  If,	  as	  recent	  research	  in	  psychology	  and	  neurology	  suggests,	  we	  understand	  creativity	  as	  the	  movement	  between	  convergent	  and	  divergent	  thinking	  (Kraft),	  we	  must	  ask	  along	  with	  Sirc:	  How	  does	  writing	  as	  only	  rehearsal	  of	  convention	  promote	  newness	  in	  the	  creative	  world?	  Recent	  research	  in	  psychology	  and	  neurology	  shows	  that	  certain	  people	  are	  more	  prone	  to	  unusual	  perspectives	  because	  they	  filter	  from	  consciousness	  less	  of	  what	  they	  perceive.	  Most	  of	  us	  screen	  out	  enough	  to	  reaffirm	  what	  we	  expect.	  Creative	  people	  allow	  themselves	  to	  entertain	  the	  unusual	  and	  illogical	  —	  ideas	  and	  phenomena	  that	  do	  not	  at	  first	  coincide	  with	  the	  reality	  they	  know.	  Working	  memory	  is	  helpful,	  as	  is	  the	  cognitive	  flexibility	  to	  be	  able	  to	  “entertain	  information	  from	  more	  than	  one	  perspective”	  (Carson	  148).	  Another	  way	  to	  describe	  creativity	  is	  as	  “the	  ability	  to	  combine	  aspects	  of	  remotely	  associated	  constructs,”	  to	  hold	  these	  seemingly	  disparate	  associations	  in	  mind	  without	  becoming	  confused	  (Carson	  148).	  Though	  our	  capacity	  for	  creativity	  is	  presumed	  to	  be	  based	  in	  genetics,	  the	  brain	  is	  also	  known	  to	  be	  plastic	  or	  patternable	  throughout	  life,	  and	  research	  suggests	  that	  certain	  factors	  promote	  or	  inhibit	  creative	  motivation	  for	  all	  of	  us,	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regardless	  of	  our	  genetic	  makeup.	  Creative	  motivation	  is	  not	  encouraged	  by	  external	  stimuli,	  like	  money	  or	  grades,	  and	  it	  is	  stifled	  by	  fear.	  Relaxation	  promotes	  openness	  and	  flexibility,	  as	  well	  as	  the	  knowledge	  that	  our	  brains	  continue	  to	  work	  on	  a	  problem	  even	  when	  we’re	  engaged	  in	  a	  seemingly	  unrelated	  activity	  (the	  bathtub	  principle,	  Kraft).	  Sleep	  deprivation	  lowers	  creativity,	  while	  REM	  sleep	  enhances	  it,	  as	  does	  regular	  exercise	  (Flaherty).	  The	  findings	  of	  contemporary	  creativity	  theory	  may	  seem	  intuitive	  for	  many	  of	  us	  who	  work	  with	  and	  teach	  writing.	  And,	  though	  we	  know	  what	  creativity	  is,	  we	  may	  not	  see	  the	  composition	  classroom	  as	  the	  place	  to	  encourage	  it.	  Hence,	  the	  familiar	  argument	  that	  students	  must	  learn	  the	  conventions	  before	  they	  can	  be	  creative	  in	  writing.	  However,	  if	  our	  inborn	  potential	  for	  openness,	  working	  memory,	  and	  cognitive	  flexibility	  are	  developed	  over	  time,	  and	  if	  creativity	  is	  valued	  in	  fields	  that	  range	  from	  freelance	  writing	  to	  health	  care	  and	  the	  military	  (Carson),	  we	  do	  our	  students	  a	  disservice	  when	  we	  neglect	  to	  imagine	  creative	  opportunities	  in	  our	  writing	  classes.	  
Wandering	  Writing	  Situating	  objects	  and	  expression	  in	  space	  is	  one	  way	  to	  consider	  how	  to	  engage	  writing	  as	  experience,	  rather	  than	  understand	  experience	  through	  writing.	  Social	  patterning	  and	  possibilities	  for	  intervention	  in	  everyday	  labor	  become	  available	  to	  us	  as	  we	  make	  our	  object-­‐orientations	  and	  embodiment	  more	  conscious.	  And	  possibilities	  for	  divergence	  are	  held	  by	  the	  very	  patterned	  structures	  we	  labor	  to	  produce	  through	  everyday	  practice.	  Physical	  interventions,	  such	  as	  wandering	  writing	  may	  help	  us	  access	  an	  object’s	  affectivity	  indirectly,	  through	  its	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metaphorical	  hold	  on	  us.	  Or,	  experimenting	  with	  the	  practice	  of	  writing	  while	  moving	  through	  different	  spaces	  may	  increase	  awareness	  of	  embodiment	  within	  a	  particular	  space,	  like	  the	  classroom.	  Different	  words	  may	  become	  available	  through	  wandering-­‐writing	  than	  those	  we	  choose	  when	  we	  sit	  in	  prescribed	  furniture	  and	  spaces.	  This	  style	  of	  pedagogy	  recalls	  Dewey’s	  perspective	  that	  wandering	  thought	  and	  physical	  engagement	  with	  environmental	  stimuli	  promote	  a	  learner’s	  development,	  while	  engaging	  only	  ready-­‐made	  objects	  can	  stilt	  vital,	  reflective	  thought	  (Woods).	  In	  wandering,	  writers	  bring	  more	  awareness	  to	  their	  choices	  as	  to	  which	  stimuli	  they	  will	  incorporate	  and	  which	  to	  turn	  away.	  I	  see	  the	  effect	  of	  wandering	  writing	  as	  an	  interruption	  or	  inflection	  that	  may	  potentially	  open	  up	  the	  sedentary	  enclosures	  of	  schooled	  writing	  to	  allow	  alternative	  expressions.	  When	  I	  teach	  the	  researched	  essay,	  I	  describe	  inquiry	  as	  first	  wandering	  and	  then	  gathering.	  Students	  compose	  a	  research	  portfolio	  as	  a	  major	  assignment,	  including	  an	  annotated	  bibliography	  with	  three	  scholarly	  sources,	  among	  other	  supporting	  documents.	  I	  also	  engage	  students	  in	  a	  wandering-­‐writing	  activity	  that	  asks	  them	  to	  walk	  aimlessly.	  At	  the	  beginning	  and	  the	  middle	  of	  the	  research	  process,	  students	  write	  in	  the	  classroom,	  walk	  around	  campus	  for	  fifteen	  minutes,	  stop	  wherever	  they	  are,	  and	  write	  what	  is	  on	  their	  minds.	  Then	  they	  consider	  in	  a	  different	  environment	  the	  topics	  they	  wrote	  about	  in	  the	  classroom.	  The	  activity	  asks	  whether	  they	  have	  any	  new	  thoughts	  or	  insights.	  The	  quality	  of	  thought	  after	  wandering	  is	  observably	  different,	  though	  I	  cannot	  prove	  a	  causal	  effect.	  My	  idea	  for	  wandering	  writing	  came	  from	  the	  conceptual	  metaphor	  of	  the	  desk	  as	  a	  phantom	  limb	  to	  a	  student’s	  self-­‐concept.	  Vilanyur	  S.	  Ramachandran,	  a	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famous	  neuroscientist	  at	  the	  University	  of	  California	  San	  Diego,	  explains	  that	  phantom	  limb	  pain	  occurs	  because,	  although	  a	  limb	  may	  be	  amputated,	  its	  memory	  still	  lives	  in	  the	  brain.	  The	  sensory	  neurons	  for	  the	  amputated	  limb	  are	  mapped	  onto	  another	  area	  of	  the	  body,	  the	  face.	  When	  areas	  of	  the	  face	  are	  touched,	  the	  phantom	  limb	  experiences	  the	  sensation.	  Amputees	  who	  feel	  cramping	  have	  difficulty	  reconciling	  the	  sensations	  in	  the	  limb	  and	  the	  image	  of	  its	  absence.	  Ramachandran	  treats	  this	  cramping	  by	  working	  with	  the	  amputee’s	  envisioned	  self-­‐concept,	  using	  a	  mirror,	  which	  makes	  it	  seem	  like	  the	  amputated	  limb	  is	  again	  part	  of	  the	  body	  and	  can	  move.	  Ramachandran’s	  work	  with	  mirror	  neurons	  also	  shows	  that,	  when	  we	  watch	  other	  human	  bodies	  act	  and	  respond,	  we	  enact	  with	  our	  motor	  neurons	  the	  same	  experience.	  What	  tempers	  our	  experience	  is	  again	  self-­‐concept.	  Our	  bodies	  tell	  our	  brains	  that	  the	  experience	  is	  happening	  to	  someone	  else,	  not	  to	  us.	  Ramachandran’s	  work	  shows	  that	  physical	  sensation	  and	  imagery	  may	  interact	  with	  patterned	  realities	  indirectly	  (Colapinto).	  This	  has	  led	  me	  to	  imagine	  wandering	  as	  an	  intervention	  in	  sedentary	  writing.	  There	  is	  not	  a	  one-­‐to-­‐one	  correspondence	  between	  my	  understanding	  of	  wandering	  writing	  and	  Ramachandran’s	  treatment	  of	  phantom	  limb	  or	  his	  connection	  between	  synesthesia	  and	  metaphor.	  His	  creative	  process,	  however,	  has	  opened	  up	  my	  own	  understanding	  of	  working	  indirectly	  with	  an	  embodied	  pattern.	  My	  thinking	  goes	  like	  this.	  The	  classroom	  directs	  students	  and	  teachers	  to	  act	  and	  express	  in	  specific	  ways,	  learned	  through	  the	  ritualized	  practice	  of	  sitting	  in	  desks	  over	  time.	  How	  might	  we	  interrupt	  this	  patterning	  and	  become	  aware	  of	  those	  possibilities	  forgone	  in	  our	  becoming	  students	  and	  teachers?	  Getting	  rid	  of	  the	  desks	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will	  not	  work	  because	  the	  memory	  of	  using	  desks	  to	  read	  and	  write	  is	  still	  there,	  in	  body,	  self-­‐concept,	  and	  the	  metaphors	  we	  use.	  We	  would	  need	  to	  interrupt	  the	  whole	  conceptual	  metaphor	  of	  sitting,	  including	  individual	  embodied	  memories	  of	  education	  and	  collective	  cultural	  meanings	  –	  the	  way	  these	  attach	  to	  current	  institutional	  and	  social	  structures	  –	  in	  order	  to	  shift	  the	  metaphors	  available	  to	  us	  in	  schooled	  writing.	  We	  may	  need	  to	  take	  writing	  for	  a	  walk,	  see	  if	  the	  sensory	  motor	  experience	  of	  moving	  through	  different	  spaces	  changes	  the	  words	  that	  become	  available.	  This	  may	  affect	  a	  student’s	  self-­‐concept,	  perhaps	  allow	  more	  of	  a	  sense	  of	  independence	  and	  exploration.	  Having	  students	  return	  to	  the	  classroom,	  as	  well,	  may	  enable	  them	  to	  compare	  their	  sense	  of	  the	  classroom	  space	  before	  and	  after	  the	  walk.	   The	  conceptual	  metaphor	  of	  sitting	  can	  be	  seen	  to	  promote	  the	  enactment	  of	  sedentary	  writing.	  We	  might,	  for	  example,	  see	  that	  the	  form	  of	  argumentation	  that	  is	  often	  promoted	  by	  composition	  textbooks	  could	  be	  understood	  as	  sedentary	  in	  its	  function	  to	  orient	  convention	  and	  common	  sense.	  Though	  recent	  composition	  textbooks	  espouse	  a	  limited	  form	  of	  argumentation	  as	  “persuasion	  or	  pro-­‐con”	  debate,	  A.	  Abby	  Knoblauch	  advocates	  for	  more	  “expansive	  definitions,”	  “the	  radical	  potential	  of	  argument	  as	  understanding	  across	  difference”	  (245).	  Argument	  that	  highlights	  mutual	  understandings,	  rather	  than	  convincing	  or	  conversion,	  is	  the	  dramatization	  of	  one’s	  coming	  to	  sense,	  or	  “mature	  reasoning,”	  not	  taking	  a	  stance	  “‘out	  of	  habit	  without	  much	  thought’”	  (249).	  In	  this	  coming	  to	  sense,	  what	  is	  logical	  or	  academic	  also	  comes	  into	  question,	  and	  heightened	  tensions	  around	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controversial	  topics	  demand	  “embodied	  rhetoric,	  so	  that	  students	  would	  be	  asked	  to	  reflect	  on	  how	  their	  very	  bodies	  impact	  their	  creation	  of	  knowledge”	  (264).	  Within	  Knoblauch’s	  expansive	  understanding	  of	  academic	  writing,	  the	  evocative	  object	  essay	  may	  be	  understood	  as	  “invitational”	  in	  the	  way	  it	  invokes	  the	  affective	  investment	  of	  students	  and	  their	  audiences	  to	  promote	  understanding,	  rather	  than	  agreement	  (Knoblauch).	  Such	  linking	  itself	  challenges	  conventional	  practices	  of	  composition	  pedagogy	  that	  reinstall	  the	  subject	  of	  the	  sentence	  and	  the	  fetish	  of	  the	  clear	  thesis	  statement.	  In	  asking	  how	  we	  orient	  toward	  objects,	  affectively	  and	  intellectually,	  individually	  and	  collectively,	  we	  may	  invite	  a	  kind	  of	  writing	  that	  promotes	  mutual	  understanding.	  “Imagine,”	  muses	  Knoblauch,	  “if	  introductory	  argument	  textbooks	  took	  rhetorical	  listening	  and	  the	  potential	  of	  silence	  as	  seriously	  as	  Aristotelian	  appeals”	  (264).	  Within	  ecologies	  of	  meaning,	  Fleckenstein	  advocates	  for	  teaching	  with	  “slippery	  texts”:	  “regardless	  of	  the	  artifact	  or	  process	  chosen,	  our	  texts	  need	  to	  blur	  across	  three	  borders:	  those	  demarcating	  topics,	  genre,	  and	  media”	  (105).	  And	  Laura	  Micchiche	  experiments	  with	  pedagogies	  of	  enactment	  that	  ask	  how	  rhetoric	  becomes	  invested	  with	  “extralinguistic	  expressions	  involving	  the	  body,	  scripts	  of	  one	  sort	  or	  another,	  play,	  and	  liveness”	  (51).	  A	  responsive,	  listening	  aesthetic	  in	  the	  writing	  classroom	  may	  promote:	  associative,	  as	  well	  as	  logical	  thought	  progressions;	  experimentations	  with	  image,	  various	  media,	  and	  physical	  enactments;	  awareness	  of	  the	  metaphorical	  nature	  of	  most	  language;	  the	  embodied	  enactment	  of	  metaphor;	  and	  the	  orders	  words	  give	  that	  exceed	  their	  symbolic	  significance.	  Wandering	  encourages	  associative	  thinking	  in	  the	  process	  of	  inquiry.	  Keith	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Gilyard	  enacts	  this	  process	  in	  his	  article	  (adapted	  from	  a	  Chair’s	  Address	  at	  CCCC)	  “Literacy,	  Identity,	  Imagination,	  Flight.”	  He	  begins	  with	  the	  experience	  of	  travel	  to	  Minneapolis	  and	  the	  associations	  of	  landing	  in	  the	  place	  where	  the	  convention	  had	  been	  held	  in	  1968,	  when	  Dr.	  Martin	  Luther	  King	  Jr.	  was	  assassinated.	  Gilyard	  wanders	  through	  his	  knowledge	  of	  Dr.	  King’s	  vision,	  making	  links	  through	  W.	  E.	  B.	  Dubois,	  Wilbur	  and	  Orville	  Wright,	  the	  history	  of	  flight,	  and	  flight	  as	  a	  metaphor	  for	  imagination,	  invention.	  He	  writes:	  I	  have	  let	  my	  mind	  roam	  over	  this	  topic,	  a	  novel	  experience,	  knowing	  all	  along	  that	  such	  endeavor	  would	  evoke	  prior	  experiences,	  thus	  leading	  to	  a	  synthesis	  of	  new	  and	  old.	  I	  was	  encouraged	  by	  the	  fact	  that	  you	  have	  agreed	  to	  hear	  me	  and	  perhaps	  be	  kind.	  I	  have	  made	  connections	  that	  maybe	  only	  I	  would,	  all	  that	  politicized	  African	  Americaness	  rubbing	  up	  against	  historical	  curiosity	  about	  poets	  and	  the	  biographies	  of	  poets	  as	  well	  as	  biographies	  of	  prominent	  people	  in	  general,	  not	  to	  mention	  a	  sense	  of	  CCCC's	  history.	  But	  these	  connections	  were	  initially	  vague,	  not	  in	  the	  fairly	  mature	  form	  in	  which	  I	  now	  present	  them.	  I	  had	  to	  put	  in	  research	  time	  to	  flesh	  out	  ideas,	  to	  shore	  up	  my	  memory.	  (262)	  Gilyard	  uses	  his	  wandering	  writing	  and	  the	  associative	  experience	  from	  which	  it	  comes	  as	  a	  radical	  model	  for	  pedagogy.	  He	  argues	  this	  process	  allows	  difference,	  gives	  students	  opportunities	  to	  develop	  their	  own	  connections,	  expressions,	  and	  identities.	  Before	  wandering,	  many	  of	  my	  students	  describe	  the	  classroom	  as	  dull	  and	  boring,	  though	  they	  recognize	  the	  design’s	  intention	  to	  eliminate	  distractions.	  Some	  students	  find	  the	  classroom	  comforting	  and	  describe	  the	  ease	  and	  calm	  of	  putting	  words	  on	  a	  page	  at	  a	  desk.	  When	  I	  ask	  them	  to	  focus	  on	  an	  interesting	  fact	  from	  their	  research,	  most	  have	  no	  trouble.	  And	  they	  have	  no	  trouble	  explaining,	  elaborating,	  thinking	  through	  writing,	  while	  seated	  at	  a	  desk,	  in	  response	  to	  a	  question	  given	  by	  their	  instructor.	  In	  a	  class	  of	  between	  eighteen	  and	  twenty-­‐four	  students,	  a	  couple	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will	  resist	  the	  process,	  however.	  The	  classroom	  is	  described	  as	  stifling,	  or	  writing	  itself	  does	  not	  flow	  when	  prompted.	  I	  tell	  them	  they	  may	  stay	  in	  the	  classroom	  and	  write	  if	  they’re	  more	  comfortable.	  Maybe	  one	  in	  forty	  will	  choose	  to	  do	  this.	  Students	  who	  suffer	  from	  allergies	  or	  live	  with	  physical	  limitations	  often	  decide	  to	  go	  into	  the	  hall	  and	  find	  a	  chair	  or	  bench.	  I’ve	  seen	  some	  lie	  down	  on	  benches	  to	  write.	   When	  students	  leave	  the	  classroom,	  move	  around,	  and	  find	  another	  space	  to	  write,	  their	  expressions	  change.	  Being	  in	  a	  different	  space	  shifts	  or	  broadens	  their	  focus	  some.	  They	  describe	  people	  around	  them	  and	  make	  observations	  about	  collective	  cultural	  patterns,	  such	  as	  a	  reliance	  on	  cell	  phones.	  They	  describe	  the	  effect	  of	  walking	  around	  and	  breathing	  fresh	  air.	  It	  relaxes	  them	  or	  stimulates	  thought.	  They	  describe	  their	  relation	  to	  writing,	  that	  it	  is	  easier	  to	  write	  here	  rather	  than	  there,	  now	  rather	  than	  then.	  Their	  words	  become	  more	  colloquial	  and	  have	  a	  musing	  or	  humorous	  quality,	  sometimes	  poetic.	  Sometimes,	  students	  just	  continue	  writing	  as	  they	  did	  in	  the	  classroom.	  Admittedly,	  I	  look	  for	  difference,	  and	  I	  find	  it.	  When	  they	  come	  back	  to	  the	  classroom,	  many	  students	  write	  a	  lot.	  They	  finish	  thoughts	  about	  their	  research	  and	  they	  describe	  the	  classroom	  again.	  Some	  notice	  the	  temperature,	  sounds,	  the	  feeling	  of	  the	  chair,	  the	  surface	  of	  the	  desk.	  A	  couple	  will	  say	  that	  they	  have	  become	  more	  aware	  of	  how	  being	  in	  a	  space	  they	  like	  helps	  them	  to	  write.	  The	  overall	  effect	  of	  having	  students	  come	  to	  the	  classroom,	  leave,	  and	  return;	  trusting	  them	  to	  write	  without	  being	  supervised;	  giving	  class	  time	  and	  credit	  to	  a	  low-­‐stakes	  assignment:	  seems	  to	  increase	  their	  confidence,	  their	  ownership	  of	  writing,	  and	  the	  shared	  experience	  contributes	  a	  liveliness	  to	  the	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group	  dynamic.	  
Styles	  of	  Becoming,	  Words	  as	  Bodies	  The	  Writer’s	  Reflection	  on	  Style	  is	  the	  last	  unit	  of	  study	  for	  my	  writing	  classes.	  We	  begin	  this	  unit	  with	  attention	  to	  form,	  forms	  of	  expression	  in	  writing,	  the	  forms	  of	  our	  bodies,	  forms	  of	  the	  classroom	  space.	  I	  ask:	  Why	  does	  the	  classroom	  make	  sense	  to	  us?	  Why	  does	  the	  five-­‐paragraph	  essay	  make	  sense?	  Students	  bring	  in	  printouts	  of	  five-­‐paragraph	  essays	  they’ve	  written	  for	  school.	  They	  bring	  in	  scissors,	  I	  offer	  art	  supplies,	  and	  I	  tell	  them	  to	  cut	  up	  their	  essays	  and	  make	  a	  new	  thing.	  They	  may	  use	  any	  words,	  as	  few	  or	  as	  many	  as	  they	  like.	  They	  may	  share	  their	  printed	  words.	  Some	  students	  choose	  specific	  words	  and	  arrange	  them	  on	  colored	  pieces	  of	  construction	  paper.	  Others	  build	  three-­‐dimensional	  images	  with	  words	  and	  sticks.	  Some	  students	  create	  shapes	  with	  worded	  pages,	  zigzags	  or	  hearts	  or	  aliens.	  One	  student	  uses	  no	  words,	  just	  a	  white	  feather	  with	  a	  black	  tip,	  glued	  to	  the	  center	  of	  a	  blank	  page.	  Another	  creates	  a	  poem	  by	  marking	  out	  words	  and	  allowing	  the	  ones	  left	  to	  flow	  together.	  I	  tell	  students	  that	  this	  is	  just	  play,	  that	  they	  are	  not	  being	  evaluated	  based	  on	  their	  creations.	  They	  write	  about	  the	  choices	  they	  have	  made	  in	  their	  journals,	  which	  are	  evaluated	  at	  the	  end	  of	  the	  semester	  for	  fullness	  of	  use	  and	  connection	  to	  the	  development	  of	  formal	  projects,	  not	  correctness,	  organization,	  or	  the	  ideas	  expressed.	  This	  activity	  serves	  as	  an	  introduction	  to	  style,	  an	  exploration	  of	  mediums	  for	  expression,	  and	  an	  invitation	  to	  experiment	  with	  form.	  By	  drawing	  attention	  to	  form	  and	  to	  stylistic	  choices,	  I	  attempt	  to	  help	  students	  reflect	  on	  and	  describe	  their	  own	  aesthetics,	  as	  well	  as	  the	  way	  they	  less	  consciously	  enact	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patterned	  expressions.	  With	  attention	  to	  form,	  we	  can	  begin	  to	  ask	  how	  we	  repeat	  certain	  patterns.	  I	  acknowledge	  that	  some	  students	  may	  not	  choose	  words	  as	  their	  form	  for	  expression,	  and	  they	  may	  not	  choose	  any	  of	  the	  materials	  I’ve	  provided	  in	  the	  classroom.	  I	  ask	  them	  to	  reflect	  on	  the	  forms	  they	  would	  and	  do	  choose	  for	  embodied	  or	  artistic	  expressions.	  I	  ask	  them	  to	  consider	  whether	  these	  expressions	  can	  happen	  in	  the	  classroom	  and,	  if	  not,	  what	  tells	  them	  they	  may	  not.	  What	  tells	  the	  student	  who	  plays	  Frisbee	  any	  free	  moment	  he	  gets	  that	  he	  cannot	  bring	  this	  expression	  into	  the	  classroom?	  I	  explain	  that	  this	  institutional	  prohibition	  is	  not	  expressed	  in	  words	  only.	  It	  is	  known	  through	  the	  communication	  of	  the	  classroom	  space	  and	  the	  ritualized	  practices	  of	  writing	  classrooms.	  I	  ask	  students	  to	  put	  their	  practical	  knowledge	  of	  institutional	  expressions	  into	  words.	  What	  does	  the	  classroom	  say	  to	  them	  about	  their	  chosen	  forms	  for	  expression?	  On	  the	  board,	  I	  write:	  “Please	  sit	  down”	  and	  “Listen	  up.”	  I	  say	  that	  these	  phrases	  seem	  to	  be	  spoken	  the	  moment	  I	  walk	  into	  the	  classroom	  and	  stand	  at	  the	  front	  of	  the	  room.	  I	  fill	  the	  board	  with	  their	  phrases,	  as	  well.	  One	  student	  recognizes	  that	  his	  chosen	  expression	  would	  be	  to	  sing,	  but	  he	  is	  told	  to	  speak.	  Another	  asks	  what	  would	  happen	  if	  he	  yelled.	  I	  tell	  him,	  I	  don’t	  know.	  Does	  he	  want	  to	  yell?	  He	  says,	  sometimes.	  He	  does	  yell,	  and	  we	  laugh.	  Singing	  and	  yelling	  are	  possibilities	  foregone	  in	  the	  composition	  of	  the	  writing	  classroom.	  We	  know	  that	  we	  are	  meant	  to	  have	  inside	  voices,	  sitting	  and	  talking	  voices.	  However,	  when	  students	  ask	  about	  the	  possibilities	  of	  singing	  and	  yelling,	  they	  are	  mobilizing	  the	  practical	  consciousness	  of	  possibilities	  subtracted	  from	  the	  composition	  of	  the	  classroom,	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possibilities	  known	  through	  their	  everyday	  labor	  to	  produce	  educational	  institutions.	  By	  bringing	  attention	  to	  form,	  to	  formation,	  we	  bring	  these	  possibilities	  to	  the	  surface	  of	  sense.	  When	  asked	  why	  creative	  expressions	  seem	  disallowed	  by	  the	  classroom,	  students	  remark	  that	  they	  are	  told	  to	  act	  like	  each	  other	  but	  also	  to	  keep	  to	  themselves,	  to	  compete.	  They	  are	  strangers	  to	  each	  other,	  mostly,	  which	  makes	  them	  fall	  into	  stereotypes.	  One	  student	  says	  that	  she	  is	  quiet,	  and	  the	  classroom	  requires	  all	  students	  to	  be	  quiet.	  But	  she	  recognizes	  that	  she	  is	  also	  not	  this	  stereotype.	  She	  says	  that	  the	  classroom	  doesn’t	  challenge	  stereotypes.	  This	  insight,	  that	  the	  educational	  institution	  enables	  the	  circulation	  of	  stereotypes,	  the	  repetition	  of	  forms,	  leads	  into	  an	  awareness	  of	  social	  patterning	  and	  its	  institutionalization.	  Students	  and	  teachers	  come	  to	  class,	  we	  compartmentalize	  time	  and	  inhabit	  designated	  spaces,	  make	  marks	  on	  papers	  and	  screens,	  and	  this	  labor	  maintains	  the	  classroom	  as	  a	  means	  of	  production,	  validates	  the	  university.	  Form	  is	  shaped	  by	  convention,	  by	  the	  repeated	  enactment	  of	  material	  patterning.	  We	  only	  know	  what	  a	  poem	  or	  essay	  is	  because	  people	  use	  similar	  techniques	  to	  make	  recognizable	  shapes	  with	  words.	  Form	  is	  composed	  of	  materials,	  instruments,	  used	  by	  bodies,	  named	  and	  then	  systematized,	  evaluated.	  Style	  can	  be	  recognized	  by	  expressions	  in	  form	  that	  show	  awareness	  of	  these	  conventions	  that	  play	  with	  them	  and	  deviate	  from	  them.	  In	  the	  composition	  classroom,	  these	  deviations	  must	  also	  welcome	  play	  with	  attendance,	  attention,	  ritual	  participation,	  forms	  for	  expression.	  Each	  time	  expressions	  repeat	  forms	  with	  a	  difference,	  this	  changes	  the	  form	  itself	  –	  it	  has	  revolutionary	  potential.	  This	  is	  how	  newness	  enters	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the	  world:	  recognition,	  repetition	  and	  revision.	  For	  the	  style	  unit,	  we	  also	  read	  Suzan-­‐Lori	  Park’s	  essay	  “from	  Elements	  of	  Style,”	  which	  describes	  her	  creative	  process	  and	  deviation	  from	  formal	  conventions.	  She	  considers	  style	  in	  performance,	  in	  the	  everyday,	  not	  just	  in	  writing,	  and	  relates	  her	  embodied	  style	  as	  a	  black	  woman	  and	  a	  playwright.	  I	  tell	  students	  about	  her	  play	  
The	  Death	  of	  the	  Last	  Black	  Man	  in	  the	  Whole	  Entire	  World	  and	  focus	  on	  her	  use	  of	  repetition,	  use	  of	  the	  same	  words	  and	  phrases	  to	  create	  subtle	  changes	  in	  meaning	  and	  draw	  attention	  to	  the	  historical	  reality	  and	  the	  absurdity	  of	  racism.	  In	  the	  play,	  for	  example,	  the	  character	  “BLACK	  MAN	  WITH	  WATERMELON”	  says,	  “The	  Black	  man	  moves	  his	  hands,”	  and	  “AND	  BIGGER	  AND	  BIGGER	  AND	  BIGGER”	  later	  yells,	  “WILL	  SOMEBODY	  TAKE	  THESE	  STRAPS	  OFF	  UH	  ME	  PLEASE?	  I	  WOULD	  LIKE	  TUH	  MOVE	  MY	  HANDS”	  (Parks	  101,	  111).	  “LOTS	  OF	  GREESE	  AND	  LOTS	  OF	  PORK”	  then	  utters	  the	  refrain:	  “This	  is	  the	  death	  of	  the	  last	  black	  man	  in	  the	  whole	  entire	  world”	  (111).	  The	  play	  references	  slavery,	  lynching,	  the	  prison	  system,	  and	  the	  death	  penalty.	  Black	  Man’s	  counterpart,	  “BLACK	  WOMAN	  WITH	  FRIED	  DRUMSTICK,”	  phrases	  her	  memories	  of	  him	  in	  relation,	  though	  the	  two	  figures	  rarely	  face	  each	  other	  and	  are	  sometimes	  far	  apart	  on	  stage.	  She	  says,	  “I	  was	  there.”	  He	  says,	  “Didnt	  see	  you.	  The	  black	  man	  moves	  his	  hands”	  (104).	  She	  says,	  “Comin	  for	  you.	  Came	  for	  you:	  that	  they	  done	  did.	  Comin	  for	  tuh	  take	  you…You	  comed	  back.”	  She	  expresses	  her	  astonishment	  at	  his	  ability	  to	  return,	  over	  and	  over,	  after	  being	  executed	  (105).	  He	  dies	  by	  lynching;	  he	  dies	  in	  an	  electric	  chair;	  he	  dies	  by	  falling	  twenty-­‐three	  floors	  to	  the	  pavement	  below.	  She	  says,	  “This	  could	  go	  on	  forever.”	  He	  says,	  “Lets.	  
	  	  131 
Hope.	  Not”	  (127).	  Parks	  calls	  this	  technique	  “rep.	  and	  rev.”	  (repetition	  and	  revision)	  and	  is	  interested	  in	  what	  happens	  between	  stereotypes	  and	  real	  people,	  what	  happens	  when	  one	  image	  stands	  in	  for	  a	  group	  of	  people.	  In	  their	  article	  on	  the	  play,	  Alice	  Rayner	  and	  Harry	  J.	  Elam	  Jr.	  explain,	  “The	  death	  of	  every	  black	  man	  in	  the	  past	  inhabits	  the	  death	  of	  each	  black	  man	  in	  the	  present	  in	  the	  sense	  that	  history	  is	  lived	  as	  a	  present”	  (451).	  Black	  Woman	  repeats:	  “‘yesterday	  today	  last	  summer	  tomorrow	  just	  uh	  moment	  uhgoh	  in	  1317	  dieded	  thuh	  last	  black	  man	  in	  thuh	  whole	  entire	  world.”	  At	  the	  end	  of	  the	  play,	  all	  the	  characters	  repeat,	  “hold	  it	  hold	  it	  hold	  it	  hold	  it.”	  4	  It	  is	  a	  powerful	  request	  for	  an	  audience,	  for	  students	  in	  a	  composition	  classroom,	  but	  that	  is	  what	  we	  ask	  students	  to	  do	  with	  any	  form,	  any	  learned	  pattern,	  hold	  it.	  Parks	  seems	  to	  be	  asking	  us,	  how	  much	  and	  what	  kinds	  of	  expression	  can	  we,	  will	  we	  hold?	  How	  does	  this	  holding	  affect	  the	  forms	  we	  compose	  and	  become	  everyday?	  In	  the	  fall	  of	  2015,	  we	  also	  watched	  a	  video	  created	  by	  students	  at	  the	  university	  where	  I	  teach,	  How	  Does	  it	  Feel	  to	  be	  a	  Problem.	  This	  university	  is	  known	  for	  its	  overt	  culture	  of	  systemic	  racism.	  In	  the	  video,	  three	  students	  speak	  to	  the	  camera	  about	  their	  experience	  as	  people	  of	  color	  at	  a	  predominantly	  white	  university	  in	  the	  south	  –	  the	  ubiquitous	  presence	  of	  confederate	  flags,	  classroom	  buildings	  named	  after	  slave	  owners	  and	  white	  supremacists,	  regular	  acts	  of	  racist	  violence	  and	  exclusion.	  Amanda	  Bennett,	  who	  is	  outspoken	  in	  campus	  publications	  and	  also	  writes	  for	  the	  Huffington	  Post,	  faces	  the	  camera	  and	  explains:	  [The	  black	  body]	  is	  everywhere	  and	  nowhere	  at	  the	  same	  time,	  hyper-­‐visible	  in	  moments	  of	  condemnation	  and	  scapegoating	  and	  utterly	  invisible	  when	  that	  same	  dark	  body	  voices	  concern	  for	  its	  own	  physical	  safety	  or	  the	  denial	  of	  its	  supposedly	  unalienable	  rights.	  (Bennett,	  Amanda)	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The	  video	  finishes	  with	  Elliot	  Spillers,	  President	  of	  Student	  Government	  at	  the	  university,	  telling	  of	  his	  own	  experience	  with	  the	  repeated	  phrase,	  “Who’s	  the	  nigger?”	  The	  video	  repeats	  this	  phrase,	  which	  changes	  meaning	  in	  the	  repetition.	  I	  ask	  students	  to	  write	  in	  their	  journals	  about	  this	  use	  of	  repetition.	  In	  response,	  one	  of	  my	  students	  writes:	  The	  use	  of	  repetition	  leaves	  an	  echo	  in	  the	  mind	  of	  the	  reader/viewer.	  It	  wanders	  in	  your	  brain	  and	  overcomes	  your	  consciousness.	  It	  stays	  and	  lasts	  longer	  than	  a	  normal	  phrase	  or	  word	  would.	  And	  that	  quick	  moment	  alone	  is	  enough	  to	  make	  you	  really	  think	  about	  it.	  Your	  mind	  turns	  it	  into	  a	  question	  and	  how	  it	  relates/what	  it	  means	  to	  you.	  This	  student	  says	  that	  the	  classroom	  tells	  her	  to	  focus	  –	  not	  to	  let	  her	  mind	  wander,	  observe,	  or	  look	  out	  the	  window.	  She	  knows	  to	  look	  to	  the	  teacher,	  even	  if	  the	  desks	  or	  chairs	  face	  each	  other,	  to	  write	  down	  specific	  words,	  words	  she	  is	  often	  meant	  to	  memorize.	  One	  student	  says	  that	  she	  would	  like	  to	  doodle,	  and	  another,	  that	  she	  does,	  though	  she	  hides	  it.	  She	  shows	  me	  a	  sketch	  she	  made	  during	  two	  and	  a	  half	  days	  of	  English,	  math,	  and	  social	  studies	  classes.	  Though	  enrolled	  in	  art	  class,	  she	  did	  not	  work	  on	  the	  sketch	  in	  art:	  I	  had	  been	  drawing	  various	  things	  around	  the	  classroom	  throughout	  the	  previous	  weeks	  but	  it	  was	  fairly	  hard	  in	  a	  50	  minute	  class	  because	  once	  I	  would	  then	  leave	  the	  classroom,	  the	  object	  would	  be	  gone;	  however,	  students’	  hands	  were	  constantly	  moving	  and	  writing	  no	  matter	  which	  class	  I	  was	  in	  so	  that’s	  where	  this	  sketch	  came	  from.	  The	  sketch	  was	  originally	  done	  in	  pencil	  then	  outlined	  in	  black	  pen,	  and	  the	  background	  is	  digitally	  edited.	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Figure	  4.4.	  A	  student	  observes	  and	  sketches	  the	  expressions	  of	  hands	  and	  feet	  during	  her	  university	  classes.	  Inviting	  hidden,	  non-­‐verbalized,	  or	  non-­‐academic,	  expressions	  into	  the	  classroom	  helps	  students	  reflect	  on	  the	  material	  and	  social	  rhetoric	  of	  the	  university.	  In	  the	  Writer’s	  Reflection	  on	  Style	  essay	  assignment,	  this	  student	  may	  bring	  her	  observations	  of	  classroom	  embodiments	  and	  her	  artistic	  expressions	  to	  relevance.	  The	  essay	  assignment	  has	  two	  parts:	  the	  first	  asks	  students	  to	  describe	  their	  artistic/embodied	  expression	  and	  verbalize	  their	  stylistic	  choices;	  the	  second	  asks	  them	  to	  describe	  their	  creative	  process,	  its	  effect	  on	  their	  minds,	  and	  the	  effect	  they	  would	  like	  to	  have	  on	  the	  formed	  world.	  In	  making	  her	  sketches	  the	  subject	  of	  her	  essay,	  the	  student	  referenced	  above	  may	  be	  able	  to	  circulate	  her	  nonverbal	  expressions	  among	  academic	  discourses,	  as	  well	  as	  to	  verbalize	  the	  affective	  embodied	  awareness	  that	  bring	  these	  images	  into	  visual	  form.	  She	  may	  impress	  the	  classroom	  with	  her	  own	  style	  of	  becoming,	  potentially	  changing	  its	  formation	  and	  its	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affectivity.	  At	  the	  surface	  of	  sense,	  to	  which	  we	  come	  continuously	  in	  everyday	  embodied	  experience,	  is	  our	  potential	  to	  affect	  and	  to	  be	  affected	  by	  any	  aspect	  of	  being.	  This	  is	  the	  material	  of	  our	  meaning-­‐making	  and	  our	  potential	  to	  differ.	  Along	  this	  edge,	  words	  themselves	  become	  bodies,	  affecting	  and	  affected,	  rather	  than	  representing.	  Here,	  we	  may	  determine	  sites	  where	  the	  surface	  touches	  both	  the	  known	  and	  the	  unknown.	  Once	  students	  understand	  the	  way	  bodies	  and	  language	  are	  linked	  through	  metaphor,	  words	  may	  also	  be	  understood	  to	  act	  on	  actions	  within	  the	  surround,	  and	  some	  words	  and	  forms	  may	  be	  chosen	  over	  others	  and	  termed	  one’s	  voice	  or	  style.	  This	  alternate	  orientation	  awakens	  my	  own	  peripheral	  vision	  as	  I	  enter	  the	  classroom	  each	  day.	  In	  the	  Writer’s	  Reflection	  on	  Style,	  my	  hope	  is	  that	  our	  descriptions	  and	  analysis	  bring	  affective	  awareness	  to	  our	  becoming,	  indicate	  indirectly	  the	  edge	  of	  sense,	  and	  bring	  divergent	  possibilities	  to	  its	  surface.	  
Notes	  
1	  I	  do	  not	  mean	  to	  imply	  that	  students	  may	  earn	  course	  credit	  without	  class	  participation	  or	  the	  submission	  of	  assignments.	  However,	  if	  I	  do	  require	  attendance	  (and	  my	  program	  has	  an	  attendance	  policy),	  students	  cannot	  earn	  course	  credit	  without	  taking	  up	  classroom	  space	  for	  a	  certain	  number	  of	  hours.	  Part	  of	  my	  job,	  then,	  involves	  legitimizing	  this	  class	  time	  by	  designing	  group	  learning	  events.	  
2	  Interestingly,	  Horner’s	  2000	  Terms	  of	  Work	  for	  Composition	  also	  finds	  value	  in	  the	  work	  of	  Coles,	  as	  it	  situates	  writing	  process	  and	  teaching	  within	  the	  specific	  contexts	  of	  writing	  practice,	  rather	  than	  abstracting	  and	  generalizing	  writing	  pedagogies.	  
3	  “Missing	  masses,”	  Barnett	  takes	  from	  Bruno	  Latour,	  who	  argues	  for	  the	  place	  of	  nonhuman	  artifacts	  in	  sociological	  research.	  Barnett	  reviews	  Graham	  Harman’s	  object-­‐oriented	  philosophy,	  useful,	  he	  suggests,	  for	  composition	  scholars	  interested	  in	  materiality	  (Barnett	  1).	  
4	  The	  play’s	  figures	  include	  many	  expressions	  of	  African	  American	  experiences	  that	  are	  worth	  reading	  and	  analysis.	  I	  don’t	  read	  the	  whole	  play	  with	  students	  because	  I	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want	  to	  focus	  on	  Parks’s	  technique,	  her	  style,	  and	  the	  repetition	  of	  racist	  acts	  around	  us	  all	  the	  time,	  the	  way	  these	  pattern	  at	  the	  level	  of	  affect,	  possibly	  in	  students’	  own	  stylistic	  expressions.	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CONCLUSION:	  HOW	  NEWNESS	  ENTERS	  THE	  WORLD	  
History	  is	  always	  written	  from	  the	  sedentary	  point	  of	  view	  and	  in	  the	  name	  of	  a	  unitary	  State	  apparatus,	  at	  least	  a	  possible	  one,	  even	  when	  the	  topic	  is	  nomads.	   —Gilles	  Deleuze	  and	  Felix	  Guattari	  
Figure	  C.1.	  Ben	  Turnbull’s	  “Lesson	  1.”	  Having	  engaged	  in	  this	  dissertation’s	  process	  of	  inquiry,	  reflection,	  and	  analysis	  I	  return	  to	  the	  “problem	  of	  composition”:	  “how	  might	  one	  write	  or	  speak,	  or	  create	  new	  forms	  of	  expression,	  in	  a	  world	  of	  already	  formed	  expressions	  and	  bodies?”	  (Colebrook,	  Blake	  4).	  Within	  an	  institutionalized	  setting	  or	  structure,	  it	  can	  be	  difficult	  (if	  not	  impossible)	  to	  wander,	  to	  free	  oneself	  from	  convention,	  to	  radically	  alter	  space	  and	  its	  affectivity.	  Expanding	  possibilities	  for	  expression	  in	  the	  composition	  classroom	  (or	  in	  the	  writing	  of	  a	  dissertation)	  can	  seem	  futile	  –	  any	  use	  of	  already	  formed	  expressions	  and	  bodies	  engages	  common	  sense,	  already	  enacts	  the	  actual	  and	  subtracts	  seemingly	  illogical,	  impossible,	  senseless	  possibilities.	  All	  of	  this	  happens	  at	  the	  level	  of	  practical	  consciousness,	  or	  affect,	  hiding	  our	  own	  labor	  as	  we	  compose	  and	  recompose	  sedentary	  realities.	  By	  using	  words	  and	  a	  linear	  structure	  to	  attempt	  to	  think	  the	  unthought,	  I	  have	  rehearsed	  the	  sedentary	  convention	  of	  dissertation	  writing,	  in	  order	  to	  earn	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credit	  for	  a	  degree,	  which	  legitimates	  the	  institution	  of	  the	  university.	  In	  fact,	  to	  write	  this	  dissertation,	  I	  spent	  a	  good	  deal	  of	  time	  sitting	  in	  chairs	  at	  tables.	  And	  to	  support	  myself	  and	  my	  family,	  to	  gather	  material	  for	  reflections	  on	  pedagogy,	  I	  spent	  a	  good	  deal	  of	  time	  standing	  in	  the	  front	  of	  classrooms,	  facing	  students	  in	  desks	  and	  chairs,	  explaining,	  demanding,	  and	  evaluating	  formulaic	  writing.	  My	  own	  labor	  as	  a	  teacher	  and	  as	  a	  student	  researcher	  has	  maintained	  the	  value	  of	  the	  institution	  as	  a	  means	  of	  production	  for	  the	  educational	  outcomes	  that	  legitimate	  the	  state	  apparatus,	  as	  well	  as	  unjust	  power	  dynamics	  that	  privilege	  some	  and	  allow	  others	  to	  die.	  We	  all	  participate	  in	  our	  own	  social	  interpellations,	  even	  as	  we	  critique	  them.	  In	  my	  own	  classrooms,	  students	  describe	  the	  way	  messages	  that	  I	  and	  the	  institution	  give	  them	  limit	  their	  expressions.	  We	  cannot	  simply	  get	  up	  out	  of	  the	  desks	  and	  disregard	  our	  institutional	  roles	  and	  responsibilities,	  the	  requirements	  by	  which	  we	  earn	  credit,	  degrees,	  jobs.	  We	  must	  work	  with	  established	  forms.	  As	  Colebrook	  explains	  in	  her	  work	  on	  Deleuze,	  any	  system	  of	  thought	  can	  also	  intuit	  its	  own	  genesis,	  its	  own	  becoming	  by	  moving	  from	  established	  forms	  to	  sensing,	  imaging,	  composing	  as	  such	  (Sense,	  Deleuze).	  The	  problem	  of	  composition	  may	  be	  traced	  through	  ritualized	  practices,	  bodily	  histories,	  and	  embodied	  metaphors	  –	  through	  our	  enduring	  object-­‐orientations	  like	  the	  school	  desk.	  To	  make	  practical	  consciousness	  more	  conscious,	  to	  mobilize	  the	  becoming	  potential	  of	  expression,	  we	  may	  trace	  objects	  of	  sense	  back	  through	  their	  becoming	  (see	  Colebrook,	  “Sense”).	  In	  this	  process,	  objects	  that	  retreat	  reveal	  styles	  of	  becoming.	  In	  the	  possibility	  of	  impression:	  “We	  might,	  then,	  face	  the	  objects	  that	  retreat,	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and	  become	  strange	  in	  their	  retreat,	  with	  a	  sense	  of	  hope.”	  As	  objects	  retreat,	  we	  also	  watch	  their	  historic	  arrivals,	  and	  in	  our	  awareness	  of	  deterritorializing-­‐reterritorializing	  cultural	  practices,	  we	  may	  be	  able	  to	  exert	  a	  “refusal	  to	  inherit”	  the	  most	  sedentary,	  limiting,	  unjust,	  and	  violent	  (Ahmed	  178).	  Desire	  is	  the	  energy	  of	  becoming	  –	  it	  makes	  us	  act.	  When	  desires	  are	  patterned	  through	  ritual,	  there	  can	  be	  comfort,	  habit.	  Pedagogical	  violence	  hides	  the	  patterning	  of	  our	  desires,	  composed	  of	  affective	  intensities	  and	  tendencies,	  by	  which	  we	  orientate,	  by	  which	  we	  act	  (Worsham).	  It	  interrupts	  alterations	  in	  patterned	  consciousness	  and	  disturbances	  in	  the	  surround	  that	  would	  change	  the	  flow	  of	  desire.	  Analyses	  of	  pedagogical	  violence	  are	  not	  new	  to	  composition	  theory.	  However,	  my	  emphasis	  on	  the	  nonverbal	  sociality	  of	  affect	  suggests	  that	  creativity	  and	  change	  in	  classroom	  composition	  may	  not	  begin	  with	  words,	  with	  the	  production	  and	  consumption	  of	  texts.	  	  If	  we	  focus	  on	  the	  school	  desk,	  our	  own	  actions	  become	  strange.	  The	  value	  of	  this	  is	  not	  in	  suggesting	  that	  we	  get	  rid	  of	  desks	  or	  classrooms	  but	  in	  that	  it	  shows	  us	  the	  affective	  ecologies	  of	  schooled	  writing.	  Habit	  or	  practice	  can	  also	  act	  as	  a	  chemical	  reagent	  by	  increasing	  awareness	  of	  subtle	  sensations,	  formations,	  happenings.	  This	  is	  especially	  true	  with	  contemplative	  practices	  that	  show	  the	  mind	  to	  itself.	  It	  is	  also	  true	  of	  events	  that	  make	  strange	  our	  ritualized	  practices,	  our	  habits.	  This	  is	  how	  newness	  enters	  patterned	  processes	  of	  meaning	  and	  sociality.	  There	  must	  be	  an	  alteration	  in	  consciousness	  or	  a	  disturbance	  in	  the	  surround.	  With	  such	  change	  either	  patterned	  assemblages	  will	  reconfigure,	  power	  circulating	  in	  a	  similar	  habituated	  pattern,	  or	  a	  truly	  creative	  moment	  will	  act	  on	  actions	  to	  change	  the	  flow	  of	  desire.	  We	  may	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repattern	  habitual	  responses	  and	  encounter	  newness	  in	  thought,	  form,	  and	  expression.	  What	  I	  have	  tried	  to	  show	  in	  offering	  a	  cultural	  history	  of	  the	  school	  desk	  and	  in	  a	  pedagogical	  analysis	  of	  writing	  ecologies	  is	  that	  we	  can	  bring	  to	  consciousness	  those	  possibilities	  subtracted	  from	  classroom	  practice	  by	  attending	  to	  material	  forms,	  the	  relations	  between	  affectivity	  and	  meaning-­‐making,	  and	  experimentations	  with	  physical	  rituals.	  Because	  affect	  is	  embodied	  and	  expresses	  in	  movement	  and	  physical	  space,	  we	  can	  begin	  to	  observe	  affective	  patterning	  through	  embodied	  awareness	  and	  a	  focus	  on	  space.	  This	  analysis	  leads	  me	  to	  reconsider	  attendance,	  what	  it	  means	  to	  show	  up	  to	  one’s	  writing	  process	  and	  practice.	  I	  am	  now	  interested	  in	  exploring	  different	  ways	  to	  attend	  and	  to	  pay	  attention	  in	  a	  writing	  class.	  Conferencing,	  writing	  workshops	  or	  lab	  environments,	  writing	  centers,	  the	  use	  of	  online	  forums,	  non-­‐evaluative	  and	  low-­‐stakes	  assignments	  –	  these	  are	  all	  areas	  of	  research	  and	  further	  experimentation	  I	  would	  like	  to	  explore	  and	  hope	  others	  explore	  in	  response	  to	  this	  dissertation.	  They	  all	  require	  more	  openness	  and	  dialogue	  about	  writing	  program	  policies,	  curriculum	  requirements	  and	  instructor	  workloads.	  I	  offer	  my	  analysis	  of	  the	  school	  desk	  and	  my	  experimentations	  with	  evocative	  object	  pedagogy	  not	  as	  the	  only	  ways	  to	  interrupt	  sedentary	  history,	  but	  as	  complements	  to	  critical	  pedagogies	  that	  focus	  on	  texts.	  I	  believe	  an	  indirect	  approach	  to	  affect,	  increasing	  embodied	  awareness,	  and	  a	  listening	  aesthetic	  may	  make	  critical	  interventions	  more	  effective.	  Though	  I	  begin	  with	  object-­‐orientations,	  I	  work	  to	  create	  happenings	  that	  allow	  movements	  through	  the	  (not)self	  back	  to	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possible	  forms	  for	  expression,	  styles	  with	  the	  power	  to	  affect	  the	  surround.	  In	  my	  own	  pedagogical	  experimentation,	  object	  pedagogy	  has	  led	  me	  to	  return	  again	  and	  again	  to	  conceptual	  metaphor,	  to	  develop	  wandering	  writing,	  the	  use	  of	  contemplative	  practices,	  and	  a	  focus	  on	  styles	  of	  becoming.	  As	  far	  as	  I	  can	  tell,	  many	  students	  do	  not	  choose	  to	  disinherit	  cultural	  patterns	  during	  the	  semester	  we	  work	  together	  in	  first-­‐year	  composition.	  However,	  I	  do	  believe	  teaching	  this	  way	  helps	  students	  become	  more	  aware	  of	  their	  own	  patterning,	  to	  connect	  ideas	  and	  the	  words	  they	  choose	  through	  their	  bodies	  to	  cultural	  processes.	  After	  reading	  this	  dissertation,	  I	  hope	  other	  writing	  teachers	  may	  understand	  the	  event	  of	  writing	  as	  an	  interactive	  dynamic	  between	  human	  and	  non-­‐human	  actors	  and	  imagine	  possible	  happenings	  with	  their	  particular	  students	  in	  their	  own	  classroom	  environments.	  These	  creative	  moments	  are	  necessary	  right	  now	  because	  classrooms	  and	  writing	  have	  become	  sedentary.	  Sedentary	  thought	  and	  writing	  cannot	  engage	  creativity,	  itself	  necessary	  to	  interrupt	  the	  pedagogical	  violence	  that	  hides	  affective	  labor	  and	  promotes	  social	  structures,	  such	  as	  systemic	  racism.	  The	  aesthetic	  mind,	  open	  to	  practical	  consciousness,	  can	  allow	  dissonance	  in	  physical	  sensation	  and	  emotion,	  can	  hold	  multiple,	  seemingly	  illogical	  or	  contradictory	  meanings	  and	  metaphors.	  Ultimately,	  the	  aesthetic	  mind	  directs	  us	  to	  listen,	  to	  pay	  attention	  to	  now.	  This	  allows	  us	  to	  witness	  desire	  in	  becoming,	  to	  see	  it	  patterning,	  or	  to	  allow	  subtle	  differences	  in	  expression,	  in	  form,	  to	  witness	  and	  encourage	  change.	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